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KEY TERMS
Case Study

=

A study “focused on a single unit for the
investigation” but often this unit is comprised of smaller units (LeCompte and Schensul 2010:114).

Combined Approach Coding

=

Deductive and inductive coding processes
are combined. A set of codes can be used
to determine initial categories (deductive),
then inductive coding is used to discover the
causes for said categories.

Deductive Coding

=

Coding is begun with an initial set of codes,
otherwise known as top-down coding. These
codes are often based on the research question and current literature.

Edited Transcriptions

=

Transcriptions that are edited to increase
clarity and readability. They remain faithful to the intended communication of the respondents.

Ethnographic Study

=

This study will be a qualitative study where
the researcher will observe and interact with
the study participants in their own cultural
context.

x

Evidence-Based

Literacy

=

Program

A literacy program in which methods that
have been proven successful through research and studies are implemented. Typically some version of the Phonics method.

Functionally Illiterate

=

Individuals who have some knowledge of the
alphabet and understanding of written words
and numbers but are unable to read or write
beyond simple words and phrases.

Grounded Theory

=

A method consisting of systematic but flexible guidelines for the conduction of inductive, qualitative research aimed toward theory construction. It begins with a close coding of the collected data. These codes are
then used to compare, sort, and synthesise
said data (Given 2008:376-375).

Inductive Coding

=

Codes are derived from the data, otherwise
known as ground-up coding.

There are

no preconceived notions of what the codes
should be.
Monitoring

=

Supervisors are expected to observe classrooms at regular intervals using tools developed from the curriculum to notice trends
in the implementation of the method among
the teachers and guide them to make positive
changes. The trends observed by the supervisors will also be used to make changes for
future trainings.

xi

MTB-MLE Program

=

This study will be conducted withing the
perimeters of the second year of three mtbmle preschools.

mtb-mle, rather than

bilingual education (education in two languages), is conducted completely in Turkmen, the mother tongue of the Turkmen people of Afghanistan. All materials, monitoring, training, and coaching is done in Southern Turkmen.

While some mtb-mle pro-

grams add a second year of curriculum where
the national language is introduced, the mtbmle project in Turkmen has not yet imple-

mented this.
Nvivo

=

A software program used to aid in the coding process. The program assists in organizing codes, data bits, pictures, and interview
transcriptions.

Qualitative Research

=

Research that centers around collecting and
analyzing non-numerical data (i.e., interviews, photos, audios) to gain insight into
opinions, experiences, and concepts. This
type of research can be used to discover insights into problems or produce new ideas for
research.

Sociocultural Ecosystem

=

A geographic space in which religion, language, community, and ethnic identity hold
members responsible to one another through
deep relational ties and mutual obligation.

xii

Supervisor

=

This study seeks to help supervisors learn
to make observations about the teachers
and their classrooms and coach them in
the process of improving their implementation of the phonics method in the mtb-mle
preschools. Supervisors are expected to understand the method and see its importance
so that they can also help to impart this understanding to the teachers.

Teachers

=

Teachers participating in the MTB-MLE program have no formal teacher education. The
training teachers receive is an annual training seminar conducted before the start of the
MTB-MLE program. Teachers for the coming
school year are then hired from this training.
Most teacher candidates are monolingual in
Turkmen.

Thematic Analysis Coding

=

Utilized to derive themes and patterns from
a data set. Responses from different speakers are organized into similar themes. These
represent the findings for a study.

Values Coding

=

Excerpts are coded pertaining to the respondents' attitudes, beliefs, and values.
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ABSTRACT
The Turkmen Mother-Tongue Based Multilingual Education (mtb-mle) Preschool program in Afghanistan provided the ideal environment to research how evidence-based mtbmle preschool programs can be implemented in a way that aligns with the cultural and

linguistic views of the Turkmen people in Afghanistan such that supervisors, teachers, and
the community strive to implement and participate in the program to the fullest extent.
Data was triangulated by the use of interviews, participant observation, and mtb-mle
preschool monitoring reports. A qualitative research method was used to gain insights
into the perceptions and experiences of supervisors, teachers, and the community on the
mtb-mle program. The data were analyzed using a combined (deductive and inductive)

coding approach. The study found that the implementation of an evidence-based mtb-mle
program needs to take into account the existing sociocultural ecosystems at the village,
language group, national, and international levels. Additionally, the findings revealed that
when the existing culturally-perceived responsibilities of the stakeholders are respected,
they are able to participate in the program to the fullest extent. Furthermore, new or
prescriptive responsibilities are difficult for the community, teachers, and supervisors to
accept. The insights provided demonstrate how evidence-based mtb-mle principles can
be contextualized in preschool programs among the Turkmen people of Afghanistan.

xx

CHAPTER 1
Introduction
The Turkmen people of Afghanistan are a semi-nomadic people group of 1.5 to 3
million living primarily in the north of the country. Most Turkmen people live in closeknit villages of ten to fifteen families. Due to their tribal nature, there is a large amount
of skepticism toward outside influence. Limited contact with other language groups in
Afghanistan leads to a large majority of Turkmen being monolingual, especially women.
The Turkmen language is a Turkic language that is closely related to Uzbek. Uzbek is
viewed as a "sister language" to Turkmen in Afghanistan. However, there are significant
cultural differences between these two language groups (Rasekh 2016; Anwari 2020).
The education experiences and opportunities for the Turkmen people of Afghanistan
are limited. Often there are national schools in village locations for grades one to nine.
These schools are conducted in Dari, one of the national languages of Afghanistan. Teachers are typically from other villages, language groups, or cities. If Turkmen children want
to pursue education after ninth grade, they often must travel long distances to other village
schools. Parents are hesitant to send their children to distant schools, which is especially
true for daughters. Additionally, if children do not complete twelfth grade, they are ineligible to take the kankor , the college entrance exam, thus preventing them from accessing
higher education. These are a few of the barriers perpetuating illiteracy among the Turkmen of Afghanistan.
The Turkmen Mother-Tongue Based Multilingual Education (hereafter mtb-mle) Preschool
program began in 2019 at the request of the Turkmen Shura (the community leaders). The
community leaders recognized the difficulty their children faced in the national schools.
After hearing about mtb-mle preschools among other language groups, they desired to
see these same preschools implemented in their language as well. With the permission of

1

the community leaders, materials for the mtb-mle preschools were developed in Turkmen,
Turkmen women were trained as teachers, and three preschools began. Another preschool
was added two years later. During the implementation of these mtb-mle preschools, the
main research question for this thesis arose: How can an evidence-based preschool literacy program be implemented in a way that aligns with the cultural and linguistic views
of the Turkmen people in Afghanistan such that supervisors, teachers, and the community
strive to implement and participate in the program to the fullest extent?
This thesis uses a qualitative, ethnographic case-study approach that seeks to understand what cultural and linguistic factors enhance the implementation of new evidencebased methods in mtb-mle preschools among the Turkmen community of Afghanistan.
Specifically, it seeks to understand what cultural and linguistic factors present among
supervisors, teachers, and community participants contribute to the mtb-mle program's
fullest implementation. I conducted nine semi-structured interviews with eight teachers
and one supervisor from the Turkmen mtb-mle Preschool project. This serves as the main
data source for this study. The data were also triangulated by monitoring reports from
the mtb-mle preschools and my own participant observations done within the Turkmen
community. The interviews were conducted in Turkmen and recorded. These recordings
were translated and transcribed into English. A combined approach (deductive and inductive) was used to code the interviews and search for emerging themes. These themes
provided the basis for my findings chapter discussion.
While many studies have been conducted on methods for teaching reading and stakeholder involvement for the success of education programs, I found scarce literature explaining cultural and linguistic factors that contribute to implementing new evidencebased methods among the Turkmen people of Afghanistan. The findings from this research help fill the gap in the literature by providing guidelines for implementing an
mtb-mle preschool program among the Turkmen people such that supervisors, teachers,

and community members participate to the fullest extent. To successfully promote this
participation and implement new instructional strategies, it is crucial to work within the
village and language group sociocultural ecosystem. This ecosystem is displayed below in
Figure 1.
2

Figure 1. Sociocultural Ecosystems

Teachers, students, the community, and the preschool location should be located within
the village sociocultural ecosystem (light green). mtb-mle materials, the mtb-mle office
(supervisors), and training seminars should all be located within the (Turkmen) language
sociocultural ecosystem (dark green). Evidence-based methods can be a hybrid of international and language sociocultural ecosystems (blue and green). Similarly, outside
consultants can become a hybrid of international and language sociocultural ecosystems
when they speak the Turkmen language and observe cultural norms.
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Within the sociocultural ecosystem, the teachers, mtb-mle office (supervisors), students, and community abide by culturally perceived responsibilities, and, therefore, changes
are not accepted readily. Prescriptive or new responsibilities are difficult for these parties
to accept. However, this study's findings reveal that when the existing perceived responsibilities of the the stakeholders are respected, these parties are able to participate in the
program to the fullest extent.
In the following chapters, I explain the background of the mtb-mle project that serves
as the case study for my research. Additionally, I summarize current, relevant research
focusing on evidence-based mtb-mle preschools and how aspects of the program were
contextualized in different settings (Chapter 2). Then I describe the methodological practices used in this study (Chapter 3), and conclude with the research findings (Chapter 4),
discussion, and possible recommendations (Chapter 5).
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CHAPTER 2
Literature Review
Several new concepts for the mtb-mle preschool program in Turkmen include: preschool
education, multilingual education in the Turkmen language, use of research-based literacy methods, and working with and supervising teachers who were not formally trained.
Due to the novelty of the concepts, there was a possibility the Turkmen community would
reject them. For this reason, it was necessary to contextualize them for the Afghan and
Turkmen cultures. This required understanding (1) language policies in Afghanistan, (2)
barriers minority language speakers face in education, (3) specific issues minority language teachers face, (4) core components of teaching reading, and (5) similar research in
other Afghan mtb-mle programs. Each of these issues will be discussed in relation to the
implementation of the Turkmen preschool program.
The available academic literature is instrumental in understanding the different issues
at hand and how these may affect the research question. Many hours of research has
been done and numerous articles have been written on multilingual education and its
benefits. This chapter will summarize the language policies in Afghanistan and discuss
some of the language barriers minority language speakers experience in education. This
chapter will also delineate specific issues minority language teachers experience, the core
components and methods used in the preschool curriculum, and similar contexts where
mtb-mle programs have been implemented.

2.1 Current Policies in Language and Education in Afghanistan
The language policies from the previous government in Afghanistan were established
in 2004 by the Loya Jirga council during the writing of Afghanistan's new constitution. The
previous constitution states in Article 16 that all minority language groups were given legal
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status in the government, which included the speakers of the Turkmen language (Rasekh
2016). In Article 42 of the constitution, the government was legally obligated to foster an
environment where language development could progress in all minority languages, or referred to as Third Languages, in Afghanistan. The overall language policy in Afghanistan
and the current mtb-mle programs will be summarized in the sections below. The following section is based on the previous government's language policies in Afghanistan.
Up to the point of writing, the current (Taliban) government's language policies remain
unchanged.

2.1.1 Language Policy in Afghanistan
The language policies from the previous government in Afghanistan legally bind the
state to allow and, to a certain extent, facilitate the development of the minority languages.
The previous constitution of Afghanistan states,
The state shall design and apply effective programs to foster and develop all
languages of Afghanistan. Usage of all current languages in the country shall be
free in press publications and mass media. Academic and national administrative
terminology and usage in the country shall be preserved (Islamic 2004:3-4).

This posture towards the minority languages allows a local television program among
the Turkmen to be filmed and produced entirely in the Turkmen language. The program
focuses on cultural happenings, news, and highlights among the Turkmen villages. It
is watched by a large percentage of the Turkmen people and, because it is produced in
Turkmen, the monolingual speakers of the language receive their news from this source.
In addition to the constitution, in the education policies of Afghanistan, Article 32 of
the Education Law states,
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Teaching in the public educational institutions, stated in this law, national
private educational institutions and educational and training programs and centers for literacy and basic practical education, shall be taught in one of the state
official languages (Pashto and Dari) (Ministry of Education of the Islamic Republic
of Afghanistan 2008:10).

Even though Dari and Pashto are to be the languages of instruction for areas of education,
there is also a caveat to this regarding areas of the country where the majority of the
population are speakers of a minority language (2008:11). The Education law states that
"opportunities for teaching of the third language as a teaching subject shall be prepared" in
these areas (2008:11). This law is typically executed in the national school system through
the government employing people of specific minority languages to develop a curriculum
to be used during one subject hour. The responsibility of this curriculum development is
placed on the Afghan Ministry of Education's Curriculum Development Department.
Though the policies are legally binding, the implementation of such policies has had
its complications. Often, jobs in the Curriculum Development Department were purchased
or acquired through relational connections. Other times, some individuals were hired to
develop materials for languages that were not their mother-tongue. As a result, the curriculum materials were developed and tested in Kabul without involvement or ownership
of the minority language communities. Due to these practices, the curriculum developed
through the Curriculum Department often lacked language community backing and approval, limiting its implementation, acceptance, and ultimately, preventing the government's language policies from being carried out.
The previous government's policies regarding minority language education are beneficial for mtb-mle programs and ultimately can contribute to the success of mtb-mle
project implementation. Carol Benson states one of the main reasons why successful mtbmle programs are not more widely accepted and implemented on a national level has

to do with the nation's policy and attitude toward minority languages (Benson 2009:72).
Programs can be successful but not accepted nationally due to governmental policies and
attitudes toward minority languages. While prejudices among language groups definitely
exist in Afghanistan, the fact that the minority languages have the right to development
and education in their own languages is a step in the right direction.
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2.1.2 Overview of Multilingual Education in Afghanistan
While mtb-mle is not strictly implemented in national schools, when classroom teachers are faced with the challenge of their students not understanding the national languages,
certain methods have been observed in their teaching (USAID 2017). These strategies
include (1) code-switching if the teacher is bilingual, (2) explaining or simplifying vocabulary for the minority language students, (3) asking other students to translate, (4) using
bilingual dictionaries or books, and (5) encouraging students in a kind manner (USAID
2020:29-30). Additionally, children who are native Dari and Pashto speakers can attend
schools in their mother-tongue. Dari-speaking children are not expected to attend Pashto
language schools, and Pashto-speaking students are not expected to attend Dari language
schools.
The language policies from the previous government in Afghanistan have contributed
to an increase in multilingual education projects in the past ten years. Some projects have
been more successful than others, but preschool projects have been started and continue
in Shughni, Wakhi, Hazaragi, and Turkmen. Furthermore, primary school projects have
been developed in Pashai Noor and Nuristani. These programs have been started and
continued in conjunction with ngo offices Samar Afghanistan and Serve Afghanistan.
usaid, in conjunction with Afghan Children Read (acr), worked with the Ministry

of Education in Afghanistan from 2016 to 2021 to develop and implement early grade
reading curriculum for the national schools in Dari and Pashto and to pilot this curriculum
in grades one through three (USAID 2019). The acr project helped improve mtb-mle
literacy for Dari and Pashto speaking children and created space for other languages. It
also assisted in improving policy documents on how to teach l1 literacy, while providing
training and capacity to Ministry of Education for the Third Languages to also work on
their l1 literacy curriculum materials using the same principles as the Dari and Pashto. In
this project,
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595,000 Early Grade Reading (egr) teaching and learning materials, including
textbooks, student workbooks and teachers’ guides to students and teachers in pilot
schools and community-based classes in Kabul, Herat, Laghman, and Nangarhar
provinces

were developed and distributed (2019). In addition, acr trained 3,682 primary teachers in
the egr principles. acr also worked in capacity building among the minority languages to
jump-start curriculum development. These workshops were held to coach the Curriculum
Development Department by developing similar egr materials and curricula in nine of the
minority languages.
While efforts in multilingual education have made great bounds in the past ten years,
many speakers of minority languages still lack access to education in their own language.
The writing of this thesis predates the most recent government takeover by the Taliban in
August 2021. The future is uncertain regarding the rights of minority languages. At the
time of writing, the Taliban are still allowing minority language preschools to continue in
Shughni, Wakhi, and Turkmen, and primary schools in Nuristani.
This section has discussed the current language policies in Afghanistan and the mtbmle programs that have been an outworking of those policies. Even though the language

policies favor education in minority languages, there are still barriers that minority language students face in education. These barriers will be discussed in the following section.

2.2 Combating Language Barriers in Minority Languages
While language policies in Afghanistan support minority language development and
education, these speakers still face many challenges. This section will consider how
mother tongue-based multilingual education programs address some of the language barriers for minority language children. Applications will be made to the Afghan context.
The following articles have been influential in identifying these barriers and the factors
that contribute to them (Alidou, Boly, Brock-Utne, & Satina 2006; Baker 2001; Benson
2009; Kosonen, Young and Malone 2007).
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The book "Optimizing Learning and Education in Africa – the Language Factor" has
been influential in explaining language challenges for minority language speakers in education. The authors discuss a wide range of issues affecting education and literacy in the
developing world today, namely in countries with a large number of minority languages.
The study documents and analyzes local African languages as the medium of instruction
in education, contextualized curricula adaptation, mother-tongue education programs in
the continent, and avenues for dialogue and policy change (Alidou, Boly, Brock-Utne, &
Satina 2006:7). For the authors, it is not "either, or" but rather that instruction in the
mother-tongue leads to success in the official or national languages (2006:10). Education
in the mother-tongue does not seek to remove the rich multilingual context in which they
exist, but rather mtb-mle seeks to provide a healthy environment where both languages
can coexist. While both languages should remain present in a multilingual context, this
does not diminish the obstacles minority language speakers face in education. This section
will explain these barriers and some of the methods that can be implemented to combat
them.

2.2.1 Language Barriers
Minority language speakers face many language barriers when it comes to education. Some barriers include negative attitudes toward minority languages, lack of leadership from the national universities, discrimination, limited employment opportunities,
marginalization in the national classrooms, formal disregard for their language, lack of
adequate training for multilingual teachers, and the possibility for loss of culture and language.
2.2.1.1 Student Barriers
In the book "Optimizing Learning and Education in Africa - the Language Factor,"
H. Ekkehard Wolff emphasizes some obstacles mother-tongue education faces in Africa.
These barriers include negative attitudes toward minority languages held by key stakeholders and western experts as well as the lack of leadership from the national universities
in developing mother-tongue education programs (2006:11). Minority language learners
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also face discrimination toward their language communities and cultures. Many nationalities struggle to see the importance and value of the minority languages. That lack of
value is transmitted to minority people groups themselves. Therefore, change needs to
occur within the perceptions of both the majority and minority cultures. Mother tonguebased multilingual education is an important means to start the change process (Alidou,
Boly, Brock-Utne, & Satina 2006:16). Lack of education in the mother-tongue perpetuates these attitudes of discrimination and limits employment opportunities for speakers of
those minority languages (Kosonen, Young and Malone 2007:11).
In addition to outside negative attitudes and discrimination, limited amounts of education in the mother-tongue can prevent minority language speakers from mastery of
written language. In her chapter on the importance of continued education in the mothertongue, Kathleen Heugh suggests that education in the mother-tongue should stretch into
the sixth grade, if not longer. Heughs explains that students will be more successful in
their later years of education if “the learner is able to comprehend and construct written language required for learning at upper levels of primary and secondary school” in
their mother-tongue (2006:14). Hueghs goes on to explain that if children are not able to
reach a certain mastery of written language, they will be unable to learn to use cognitively
demanding decontextualized language for formal education in school settings (2006:14),
naming yet another barrier that minority language speakers face in education.
An inability to master written language contributes to most minority language speakers in Afghanistan struggling with enjoyment in learning. Kosonen, Young, and Malone
point out that “the costs to the individual who sacrifices productive agricultural and family work time to go to school only to experience failure and rejection, are high” (Kosonen,
Young and Malone 2007:11). Minority language students go to school in the national
language only to face discrimination, negative attitudes, and an inability to master what
is taught. These contribute to a sense of failure and fear in the classroom setting, which
ultimately lead to a lack of enjoyment and purpose in learning.
Furthermore, minority language students also face the barrier of being silenced and
marginalized in the national classrooms. Hassana Alidou and Birgit Brock-Utne explain
that the use of unfamiliar languages in the classroom actually lend themselves to teaching
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methods that emphasize memorization, which in turn forces students into a more passive,
or silent, role in the classroom setting. This passivity creates a negative cycle where the
teacher teaches in the language that is less familiar to the students using methods of memorization, repetition, and chorus teaching. As a result, the students are silenced except for
recitation and memorization. Moreover, due to this silence, they do not have opportunity
to practice speaking the language of instruction creatively and remain silent participants,
thus further limiting their capacity to learn the national language. Alidou and Brock-Urtne
claim that these “situation[s] account largely for the school ineffectiveness and low academic achievement experienced by students in Africa” (2006:15). However, the reverse is
also true. Research demonstrates that students and teachers who share a mother-tongue
communicate better and this “leads to more successful learning opportunities in classrooms” (2006:15).
Along with being silenced in classrooms, Carol Benson explains that language immersion in schools is one of the contributing factors to the silencing of minority language
students. In her chapter "Designing Effective Schooling in Multilingual Contexts: Going Beyond Bilingual Models," in the book "Social Justice Through Multilingual Education," Benson points out that one of the issues minority language students face is the lack
of mother-tongue education. Submersion in the language of the national schools completely disregards the language(s) the students most clearly understand and speak (Benson
2009:64). She explains that “submersion makes schools highly inefficient and exclusionary. And if Education for All is to become a reality, it is essential to use languages that
learners speak well” (2009:70). Language submersion is highly inefficient at best; at worst,
it is crippling to the minority language speakers. As mentioned above, students who are
taught in the national language instead of their mother tongue are silenced in the classrooms. Submersion does not enable children to learn the national language. Conversely,
it silences them in the classroom and inhibits learning.
Even when minority students are able to persist through discrimination, silencing,
and a lack of enjoyment in education, they can face the barrier of detachment from their
own language and culture. In submersion programs, if students are to succeed, to a certain
degree, they must lose their own cultural identity and way of life when they attend the
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majority language schools. Through education in the national language, students are
separated from their own way of life, language, and culture. Ultimately, this separation
can lead to a rejection of their own language and culture (Kosonen, Young and Malone
2007:10 USAID 2020). This loss of language and culture is not simply detrimental to
the minority language speakers. The nation as a whole, and ultimately the world, are
adversely affected by the loss of languages and cultures. Each language has a unique
worldview and culture. These views and values are lost when a language dies (Kosonen,
Young and Malone 2007:11).
2.2.1.2 Teacher Barriers
While minority language students face many barriers, there are also barriers for the
teachers. One of these challenges is a lack of adequate training for multilingual teachers.
Alidou and Brock-Utne state that the skills students learn in the mother-tongue regarding reading and writing are transferable skills into literacy in other languages. However,
teachers are unable to accurately teach these skills without adequate training. Inadequate
training also leads to ineffective monitoring and student assessment. Other barriers limiting teacher effectiveness are the lack of appropriate educational materials, such as teacher
guides, textbooks, and reference books in the appropriate minority languages (2006:16).
Lack of training in effective teaching, monitoring, and student assessment, and the
lack of appropriate instructional materials, are all barriers Afghan teachers face (USAID
2017). In addition to these challenges, due to poor attendance and high dropout rates in
Afghan primary schools, many of the minority language teacher candidates for mtb-mle
preschools are functionally illiterate (Coleman 2021). For this reason, many of the women
trained to be multilingual teachers for the Turkmen mtb-mle preschools are neither functionally literate in the national language (Dari) of Afghanistan or in Turkmen.
2.2.1.3 MTB-MLE Program Barriers
Along with the barriers that minority students and teachers face, barriers exist when
implementing mtb-mle programs. Some that are pertinent to the study at hand are: (1)
poor planning and implementation, (2) inadequately trained teachers, (3) low-quality
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classroom materials, and (4) limited amount of time allotted for learners to gain a strong
educational foundation (Kosonen, Young and Malone 2007:13; Shaeffer 2020:17). If these
barriers can be addressed and overcome, children are given the confidence and competence to succeed academically in the national languages. “Rather than being forced to
memorize what the teacher says, learners grow in their ability to understand, apply, analyze, evaluate and, most exciting and rewarding of all, create new knowledge” (Kosonen,
Young and Malone 2007:15).
While the issues discussed in this section focus on other countries, all of the barriers
mentioned above are also present in the Turkmen communities of Afghanistan. The Turkmen mtb-mle Preschool program has sought to address the language barriers encountered
by minority language speakers to improve student learning, push against negative outside
attitudes, and better equip teachers. The methods used to combat these language barriers
are discussed in the following section.

2.2.2 Combating Language Barriers
The language barriers can be overcome by mindfully seeking to surmount each of
them and implementing practices that push against them. Alidou and Brock-Utne provide
recommendations for successful programs, which include:
(1) the adoption of an adequate language education policy; (2) the reform of
the teacher training programs to account for the new education language policies;
(3) the integration of innovative teaching methods, (4) taking teachers’ sociolinguistic profiles into account for their placement into schools and (5) the development of culturally relevant curricula (2006:16).

Carol Benson suggests that understanding the importance of mtb-mle and learning in
the l1 should be promoted in minority language communities rather than particular models for mtb-mle education. When this is done within the minority language communities,
stakeholders themselves are able to evaluate current policies, define goals, and determine
ways for these goals to be achieved themselves (Benson 2009:76-77). Emphasizing the
importance of mtb-mle can be outlined in the following steps:
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(1) raising awareness of principles of language acquisition and learning; (2)
determining a set of educational and linguistic goals; (3) looking at the available
human, material, and financial resources realistically; (4) determining what interventions are required in the short, medium and long-term to reach the goals;
(5) designing programs that address the goals in an ongoing way; (6) implementing a cyclical process of planning, piloting, reflection, evaluation, and analysis
(2009:77).

These principles have played a key role in the implementation and success of the
Turkmen mtb-mle preschool program. As the local project administrators and community
leaders gained an appreciation for the mtb-mle principles, they desired to assist in determining a set of educational goals for the preschools (i.e. The children learn to read and
write in the Turkmen language). The village communities provided the human resources
(teacher candidates) and the materials were developed in cooperation with literacy and
linguistic consultants. While the Turkmen community is still in the process of developing
short, medium, and long-term goals, they strive for the success of the mtb-mle preschool
programs through close planning, training, monitoring, and evaluation.
In addition to promoting the importance of mtb-mle to minority language stakeholders, Kosonen, Young, and Malone explain additional factors that contribute to a successful
mtb-mle program. These factors are outlined as: (1) Supportive language and education

policies, (2) Preliminary research, (3) Awareness-raising and mobilization, (4) Orthographies, (5) MTB-MLE-specific instructional materials, (6) Graded reading materials in the
learners’ home language, (7) Recruitment and training, (8) Monitoring, evaluation, and
documentation, and (9) Cooperation among supporting agencies (2007:15). These factors
are detailed in Figure 2.

15

Figure 2. Essential Components of Strong Multilingual Education Programmes from
(Kosonen, Young and Malone 2007:15)

All of these factors to some extent have been addressed in the Turkmen mtb-mle
Preschool program: (1) Afghanistan has a supportive minority language policy, (2) experts
in the field of mtb-mle were consulted in the development phase of the program, (3) the
Turkmen community saw a need for mtb-mle and desired for it to be implemented in
their language community, (4) an orthography was developed and approved, (5) mtb-mle
instructional materials were developed, (6) readers to help boost the students' confidence
were developed, (7) there is ongoing recruitment and training for staff and teachers, (8)
monitoring and evaluations happen regularly, and (9) there is cooperation among the
government ministries and the ngo office facilitating the mtb-mle preschools.
International research on the topic of mother tongue-based multilingual education
is summarized well by Chatry-Komarek in "Literacy at Stake": “When asked to draw a
profile of an effective primary teacher, Ghanaian tutors placed ‘mastery of local language’,
‘knowledge and respect of child's culture’, ‘loving and caring’ at the same level as ‘mastery
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of subjects and methodologies’” (2003:33). The familiarity of the language of instruction
creates an environment where the children feel nurtured on a cultural and cognitive level.
This nurturing helps students overcome the language barriers they will face in education
because they feel that they are not facing these barriers alone; the community works
together to change negative attitudes, provide adequate training, and give students a voice
in the classroom.
Fostering a nurturing environment also contributes to an enjoyment of learning. The
book "Foundations of Bilingual Education and Bilingualism," by Colin Baker mentions that
“literacy instruction must be intellectually stimulating, personally relevant and enjoyable
for the learner” (2001:325). Students must see an inherent value and purpose to reading
and writing. When they perceive that the skills they are learning can be used regularly,
they are excited to learn and hone their newfound skills. Creating an environment where
learning and education are seen as enjoyable and interesting is one of the key components
in overcoming language barriers.
Many students in minority languages in Afghanistan struggle with understanding what
the teacher is saying, let alone understanding what exactly the teacher is trying to teach
them. For them, the enjoyment of learning is unfathomable. In contrast, an educational
approach that fosters enjoyment and makes learning personally relevant minimizes the
barriers Turkmen children face. Turkmen students learn from teachers who speak their
own language and communicate love and concern. The environment fostered is one of
participation and purpose, rather than rote memorization. Consequently, the fear dynamic
between teachers and students is diminished.
Along with enjoyment of learning, the Turkmen mtb-mle Preschool program focuses
on overcoming language barriers through the method Colin Baker explains as the Construction of Meaning approach and the Sociocultural Literacy Approach (2001:327-328).
In these methods, “the social roles of students and teachers are taught and embedded
in literacy events of the classroom,” and students learn to “construct appropriate cultural meaning when reading” (2001:328). One of the benefits of these approaches is that
teachers help students situate reading and writing within the social (or cultural) context in
which literacy will be used. Teachers help students learn to approach learning from their
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culture (i.e. Reading religious texts with your head covered, how to stand when reciting
a text, coming to school clean and washed, etc.). Teachers are like guides to the social
and cultural context surrounding learning. Due to this focus on sociocultural methods,
the Turkmen parents accepted the preschool program. They saw value and importance
in their students going to school and learning the culturally appropriate way to approach
learning.
Along with situating literacy in its appropriate social context, students can encounter
difficulty differentiating the contexts in which certain languages are spoken. Baker explains the difficulties students can face from learning to read in two different languages
and, therefore, two different social contexts. Students from minority languages can struggle with the different expectations in different settings (i.e. The mtb-mle preschool and
the national school). However, if these challenges are adequately addressed, “the bilingual
student becomes not just biliterate but more deeply bicultural, with an expanded vision
of literacy practices” (Baker 2001:331). Minority language students who attend majority
language schools without learning to read and write in their mother-tongue often face oppression and feel barred from opportunities in wider society. Conversely, when minority
language students are taught in their mother-tongue, they are given a sense of empowerment, which “can be about stimulating language activism, the demand for language rights,
self-determination and an equitable share of power” (Baker 2001:335).
Similarly, the unesco report written by Kosonen, Young, and Malone discusses the
struggle minority language speakers encounter in educational settings. The report states,
“For many speakers of ethnic minority languages, school is an alien place, teaching alien
concepts in an alien language” (Kosonen, Young and Malone 2007:10). When students
of minority languages attend national schools, they feel out of place and in a foreign
setting. Not only do they not understand the material taught, they often have never been
in a situation where a language other than their mother-tongue is spoken. This daunting
situation leads to high repetition and drop-out rates (2007:10). Conversely, when students
attend school in their mother-tongue, they approach learning in a familiar setting.
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In addition to creating an environment where the minority language is given a place
of value, another way to combat barriers that speakers face is through community ownership. H. Ekkehard Wolff emphasizes the importance of local community involvement
and ownership to push back against the negative attitudes from stakeholders and western
experts. He stated, “In fact, for development to take place in Africa, it has to be thought,
designed, implemented and monitored primarily in local indigenous languages” (Alidou,
Boly, Brock-Utne, & Satina 2006:11-12).
Alidou and Brock-Utne also note that the involvement of the culture and language
of the students fosters deeper community involvement and positive attitudes toward education. When the community and parents see the value in the education system, they
are more likely to send their children (2006:18). “The studies...show that active learning
takes place in programs where instruction is done in African languages known to teachers
and children” (2006:18). Addressing the barriers that minority speakers face in education
will lead to improved student learning and more skilled teachers.
Frequently, literacy in the minority language changes the way speakers view their
language. Literacy is empowerment for minority language speakers. Empowerment was
observed among the Turkmen, when faced with the reality that their language could in
fact be written. Suddenly, they began to see value and significance in their language and
culture. While minority language speakers face the barrier of navigating cultural language
context, the Turkmen mtb-mle Preschool program seeks to provide the students with an
environment that fosters an enjoyment of learning. Alongside this enjoyment, students are
taught how to navigate the different cultural language contexts in which they are expected
to function on a daily basis.
The implementation of the above recommendations for overcoming language barriers
has contributed to community acceptance of the Turkmen mtb-mle Preschool program.
Education in the Turkmen language for the Turkmen people has brought about many of
the benefits. Ultimately, it has enhanced the value of their language in the eyes of the
Turkmen people.
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2.3 Specific Issues Pertinent to Minority Language Teachers
Several issues affect the performance of minority language teachers. These issues
include (1) teacher attitude toward their own language and community, (2) teacher perceptions about educating students in the students’ language, and (3) cultural norms and
gender issues. The following sections will address each of these topics.

2.3.1 Attitude toward Language and Community
As mentioned in Section 2.2.1 "Language Barriers," some of the most significant struggles with implementing mtb-mle programs have to do with the attitudes of key stakeholders. Studies have shown that often parents and teachers prefer to have education in the
majority language(s) (Alidou, Boly, Brock-Utne, & Satina 2006; USAID 2020). This preference can be for a number of factors, but one of these is namely a negative attitude toward
minority languages. Majority languages are often seen as having higher status and are
considered the vehicle to success and prosperity. Stakeholders also believe that the best
way to learn the prestigious language, which most minority language students do not
know upon entering primary school, is to be educated in that language. While this might
be the common belief among many nations and people groups, “research shows that very
few children learn the lwc (language of wider communication) well by being educated
through it from the early grades” (USAID 2020:25). And while it might not be difficult
to find teacher candidates who are speakers of the minority language communities, the
attitudes surrounding education in the l1 can prohibit successful implementation of such
projects (2020:25). In the case of Turkmen in Afghanistan, many speakers are monolingual in Turkmen, limiting teacher training seminars to being held exclusively in Turkmen
and the need to be conducted by members of the Turkmen community.
In addition to negative attitudes toward education in the minority language, due to
the continued oppression of minority language speakers, teachers often struggle with the
self-deprecating attitudes toward their own language. Stakeholders in the community
might believe that education in their own language often leads to poverty.
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[Yet] in the process, paradoxically, the linguistic minority groups are driven to
further poverty – culturally and economically – because their languages, as resource
for educational achievement and, through it, for equal access to economic and
other benefits in a competitive society, are rendered powerless (Kosonen, Young
and Malone 2007:11; USAID 2020:10).

Minority language teachers must first realize the value and importance of their language
before they can achieve success in the classroom. While an mtb-mle program might have
well developed curriculum and culturally contextualized materials and activities, a successful program is dependent on the teachers' implementation of these materials in the
classroom. The foundation is the teachers' attitude that their language is something worth
teaching. “Some native languages lack a grammar or an alphabet, have few educational
materials for teaching purposes, plus a shortage of appropriate teachers and teacher training” (Baker 2001:330). The lack of teachers with positive attitudes toward their language
and teacher training that fosters attitude change about mtb-mle can limit the success of
well developed orthographies and curriculum.
Fascinatingly enough, Afghan speakers of minority languages see value in their language, yet struggle with the majority language speakers' attitudes and perceptions of minority languages. In a study on teacher perceptions conducted in Afghanistan, one teacher
claimed, “if students are taught in their mother tongue, they will surely learn more quickly
and will be more motivated and interested in schools.” Another claimed “that by including Pashai in schools, students will be more motivated and learning will become easier
for them” (USAID 2020:54-55).
This attitude change has been the same experience when implementing mtb-mle
preschools among the Turkmen. When the teacher candidates and office staff perceive
that the teacher training seminars and preschools are a safe place for their language to
be spoken and value is placed on their cultural heritage, they take great pride in their
language, learning to read and write it, and teaching it to the students. This same attitude
change was also expressed in a study done in Ethiopia, where “most of the teachers indicate...that reading in Gumuz motivates them most, because it is their l1. They can easily
understand the content, and they feel satisfaction. One of the teachers said reading in his
own language makes him feel proud” (Middendorp 2016:49).
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Furthermore, Middendorp also discovered in her study that “the Gumuz teachers’
attitude towards their language is quite positive; they want to support their community,
their children and they love their language” (2016:69). Another study in Kenya validated
these findings (Jones 2012:247). The research emphasizes that when speakers of minority
languages feel that they are in an environment where their language and culture are seen
as valuable and important, they too can to show their own appreciation and love for
their language. These attitudes are transmitted to the students and positively affect their
perceptions.

2.3.2 Teacher Perceptions of Education
Teacher attitude and perceptions go hand in hand. Teachers might have a good attitude toward their language and desire for it to be used daily, but they might carry the
perceptions that their language does not belong in the education environment. As mentioned above in Section 2.3.1 "Attitude toward Language and Community," teachers in
Afghanistan claimed that students would learn better in their mother-tongue, but also dismissed the idea of mtb-mle due to limited resources and the perception that there were
too many languages for something like that to happen (USAID 2020:55).
Another perception parents and teachers in Afghanistan have is that language learning is “easy” and “not a problem” (2020:55). But these views might only be a saving-face
mechanism for minority language parents and teachers, because all of the teacher candidates and staff from the Turkmen mtb-mle Preschool (20 or more) were quick to describe
the difficulty of attending school in the national language given a safe relational environment.
Limited mental ability of students is another perception of teachers and parents in
Afghanistan. Many teachers are assigned to remote villages and towns, regardless of the
teacher's or village's mother-tongue. Many teachers who are solely Dari speakers are assigned to Turkmen villages. Due to this language discrepancy, these teachers perceive
their students to be lacking in normal cognitive abilities. “Some language minority children, their parents and teachers attributed the students’ inability to participate in class
discussions to their lower cognitive abilities” (2020:58). But when given the chance to
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learn in their mother-tongue, students become engaged and active participants. The perception that students of minority language communities have a lower cognitive ability
leads to lower expectations in classroom performance and, in turn, leads to lasting negative impacts on those children and minority language communities (2020:57-58).
Teacher attitude and perceptions play a critical role in the success of an mtb-mle
program. The best ways to combat negative attitudes and misperceptions about mtb-mle
is to provide a safe environment where the mother-tongue of the teachers is given value
and importance. The following methods have been used to create this type of environment
in the Turkmen mtb-mle Preschool program: (1) trainers and teachers all from the same
language group, (2) teacher guides and support materials in the mother-tongue, and (3)
and insistence that there is value for the students to learn in their mother-tongue.

2.3.3 Cultural Norms and Gender Issues
A brief mention of the cultural and gender differences in Afghanistan also must be
raised in regard to attitude and perception. Jennifer Jones supports these ideas with her
findings when she claims that “the strong influence of historical practices, and personal,
instrumental and integrative values” are deeply related to the mother-tongue and its use
in education (2012:248). These findings were attested to in a unesco report written on
optimizing education in African languages where the authors write, “in fact, for development to take place in Africa, it has to be thought, designed, implemented and monitored
primarily in local indigenous languages” (Alidou, Boly, Brock-Utne, & Satina 2006:11-12).
Observance of Turkmen cultural norms and gender separation can enhance the implementation of mtb-mle preschools among the Turkmen.
The Turkmen people of Afghanistan have very divided social circles in regard to interactions between men and women. Due to these realities, it is important for trusted
individuals who are part of the Turkmen communities and villages to be hired as supervisors and trainers in the program. There is a large amount of suspicion of outsiders and
foreigners among the Turkmen. Thus, few parents would send their daughters as teacher
candidates and students in the mtb-mle preschools if they did not perceive the individuals in authority to be respectful and honorable members of society. Since this is the
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case, it is best for teacher candidates to be selected from each village where a preschool
location is to be placed. The teachers are then respected individuals who are accepted
as members of the village communities. Preschool project staff and supervisors should be
seen as honorable and be given permission to supervise the teachers, often women, and
students. Otherwise, parents will not allow their daughters to be teachers or students in
the preschools for fear that they could be dishonored.
Turkmen mtb-mle Preschool project staff should also be Turkmen speakers due to
the fact that most of the teachers in the Turkmen mtb-mle Preschool program are monolingual Turkmen speakers who learn to read in Turkmen at the teacher training seminar.
Since they are beginning readers and writers, it is of utmost importance that teachers
are closely monitored by Turkmen supervisors so that they can fully understand and better implement coaching they receive. In addition to the educational background of the
teachers, the linguistic and cultural background of supervisors must also be considered.
When trainers and supervisors are native speakers of Turkmen, they understand the cultural norms surrounding mixed gender interactions, as well as office interactions, and are
able to communicate honorably with the teachers. This is supported by Mary D. Stringer
and Nicholas G. Faraclas in their article “Working Together For Literacy,” where they explain the importance of supervision by members of the language community, rather than
outside literacy workers (2001:18).
These principles emphasize the need for communities to take responsibility for mtbmle programs if they are to be successful. An educated foreign consultant might have

excellent advice and experience, but if this is not coupled with relationship and community
respect, the well-researched and grounded ideas will not be implemented in a culturally
acceptable way, which will ultimately lead to the failure of the program.
A few of the policies that the Turkmen mtb-mle Preschool project has implemented
in regards to cultural norms and gender separation are: (1) asking the women permission
before a man comes into a room, (2) speaking Turkmen in all locations; i.e. at the office,
seminars, and preschools, (3) all staff, expatriate and national, wear culturally appropriate
clothing, (4) gender separated working spaces are provided, (5) genders are kept separate
as the national staff see fit. The implementation of these practices has helped increase
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the mtb-mle teachers' comfort in the classroom, as well as given the Turkmen community
confidence in sending their daughters as teacher candidates and students. Community
members trust their daughters will be honored through observance of these cultural norms.
Furthermore, these practices indirectly speak value into the use of the Turkmen language and elevate its status in society. The use of Turkmen in public locations communicates Turkmen can function in public settings similar to the national languages of
Afghanistan (i.e. In offices, government, literature, schools, etc). Jones concurs with this
when she states, “Stakeholders also held favourable attitudes towards mt in education for
integrative reasons...[such as] strengthening learners’ ethnic identity” (2012:248). Public
use of Turkmen empowers the teachers and office staff of the mtb-mle project to take
pride in their language because they see it treated with respect and value.
The observance of cultural norms among the Turkmen can contribute to gradual attitude change over time. If the teachers and community are comfortable attending the
seminars and preschools because their cultural norms are practiced, they may begin to
experience an attitude change toward their language. Jones explains that
while it seems that some stakeholders had always held such favourable attitudes, many seemed to develop them over time as they were influenced by the
ongoing micro-language planning taking place as part of mt policy implementation
(Jones 2012:242).

Exposure to mtb-mle can only happen when teachers and staff are comfortable attending
seminars and classrooms. Through the observance of cultural norms, the foreignness of
the office is diminished and the staff more likely to take ownership and accept mtb-mle
methods.

2.4 Core Components of Teaching Reading Contextualized in Afghanistan
The following section discusses research on early grade reading and the implications
for contextualizing reading instruction in Afghanistan, particularly the Turkmen mtb-mle
program. Many articles, books, and studies have been written on teaching children to
read, but the current literature and studies are clear: Children should learn to read and
25

write in a language they speak and understand. In a policy paper written by The World
Bank, they state, “The Bank and development partners should lead the way to ensure, not
only that LoI [Language of Instruction] issues receive the attention they deserve, but that
they are seen as a welcome opportunity for unleashing learning potential” (The World
Bank 2021:54). Education in the national schools in Afghanistan is conducted in Dari and
Pashto; the Turkmen mtb-mle Preschool program uses the home language of the Turkmen
children.
Literacy methods in Afghanistan, and most of the Arabic speaking world, mostly use
a Look-Say method (Al Ghanem and Kearns 2015:84). The Look-Say method is typically
taught as the teacher points to the whole word and asks the students to memorize the
meaning (Dubek 2012:49). There are two problems with this method. If the student
speaks another language, he or she is not able to understand the meaning of the word.
Furthermore, the method alone does not employ the essential core components of literacy
instruction (NRP 2000). While the Look-Say method has some benefit, “the most effective
beginning reading instruction includes phonics that emphasizes meaning, language, and
connected text. This practice is sometimes called a balanced approach” (Pressley and
Allington 1998).
Current research indicates that several other components are important when teaching reading (NRP 2000). The core components for an emergent literacy methodology
should include: phonological awareness, alphabetical principle, fluency, vocabulary, and
comprehension. These core components should be taught explicitly and systematically
(Fisher and Frey 2008; NRP 2000). The literacy method that has been developed for the
preschools in Turkmen is based on current research that teaches the core components and
includes a balanced approach.

2.4.1 Core Components for Teaching Reading
The Turkmen mtb-mle Preschool project and the current literacy methods used for
the curriculum hold to the core components necessary for an emergent literacy program.
These components are discussed in the sections below.
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2.4.1.1 Phonological Awareness
Phonological Awareness (pa) “refers to the ability to focus on and manipulate phonemes
in spoken words” (NRP 2000:2-1). Phonemes are the smallest meaningful units of a language. They should not be confused with a grapheme, which is a written representation
of a phoneme. One or more graphemes can be used to represent one phoneme. For example, SH, CH, and TH are composed of two graphemes but represent one phonemic sound
in the English language. “Correlational studies have identified phonemic awareness and
letter knowledge as the two best school-entry predictors of how well children will learn to
read during their first 2 years in school” (2000:2-1). And the study done by the National
Reading Panel found that in fact, “teaching children to manipulate the sounds in language
helps them learn to read” (2000:2-5). The Turkmen mtb-mle Preschool program uses pa
as one of the core components for the curriculum.
As outlined in the National Reading Panel, key components of Phonetic Awareness include: (1) Phoneme Isolation: the recognition of individual sounds in words. (2) Phonetic
Identity: the recognition of common sounds in different words. (3) Phoneme Categorization: the recognition of similar and different sounds and sequences in three or four letter
words. (4) Phoneme Blending: listening to a string of spoken sounds and recognizing the
formation of a recognizable word. (5) Phoneme Segmentation: the ability to break words
into individual sounds. And (6) Phoneme Deletion: the recognition of what word remains
after the deletion of one or more phonemes (2000:2-2). All of these components are a part
of the Turkmen mtb-mle Preschool curriculum.
2.4.1.2 Alphabetic Principle
The Alphabetic Principle goes hand in hand with Phonetic Awareness. The first component of the Alphabetic Principle is alphabetic understanding, which is defined as “knowing that words are made up of letters that represent the sounds of speech” (Baker, et al.
2018:1). In a society that uses Arabic script, this first part of the Alphabetic Principle is
difficult for children and adults to grasp. This is due to the fact that the Look-Say method is
the main method used for teaching literacy. The Look-Say method is best defined where
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“reading instruction initially focuses on letter recognition and reading whole words as
units,” yet the sounds of letters are not taught (Al Ghanem and Kearns 2015:84). Due
to this difference, teacher candidates at the Turkmen mtb-mle training seminar have a
difficulty grasping the fact that words are made up of letters, and each letter has a specific
sound. While Phonetic Awareness and the Alphabetic Principle are commonly known as
the most effective and well-researched components of teaching literacy, there is a certain
amount of convincing that must happen when these ideas and principles are introduced
into an area where sight-reading is the norm.
The second component of the Alphabetic Principle is phonological recoding or “knowing how to translate the letters in printed words into the sounds they make to read and
pronounce the words accurately” (Baker, et al. 2018:1). This also remains a hurdle when
implementing these methods among cultures that use Arabic script. Since sight-reading
is the typical method of instruction, people do not approach writing with the ability to
separate a word into individual sounds. The Alphabetic Principle strengthens and hones
phonological skills, while the Look-Say method keeps readers at the level of memorizing full words. The latter raises concerns for poor readers, due to the fact that in most
languages, “poor readers tend to have weak phonological skills” (Al Ghanem and Kearns
2015:85; Ziegler and Goswami 2005). Semitic languages, such as Hebrew and Arabic are
no exception, finding there is weakness in phonological awareness among children with
dyslexia (Share and Levin 1999; Abu-Rabia, Share, and Mansour 2003; Share 2003). A
study on Hebrew concludes that, “phonology may well be a universal and inescapable
feature of early reading and writing” (Share and Levin 1999:107).
While the Alphabetic Principle can take time to explain and contextualize in Afghanistan,
ultimately, it leads to more skilled and fluent readers. When children learn to use the Alphabetic Principle fluently, it allows them to focus on understanding the meaning of the
text - the primary purpose of reading (Baker, et al. 2018:1). In the Turkmen mtb-mle
Preschool program, once office staff and teachers learned that Phonological Awareness
and the Alphabetic Principle were tools to use and led to reading more quickly and fluently, they were very excited to teach the students to read using these principles.
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2.4.1.3 Fluency
In addition to the Alphabetic Principle, fluency is a component of teaching students to
read. Fluency in reading is defined as the ability to read a text with accuracy, speed, and
proper expression. The ability to read a text with fluency is a key component of becoming a
skilled reader. It is commonly agreed that fluency in reading develops from continued and
regular practice (NRP 2000:3-1). Fluency can best be taught and strengthened through
guided repeated oral reading procedures, which have been proven to have a consistent
and positive impact on word recognition, fluency, and comprehension (2000:3-3). While
little positive impact on fluency has been seen from students reading independently, a
large impact on fluency was seen from repeated oral reading with feedback from teachers
(2000:3-4).
While children might learn to have Phonetic Awareness and use the Alphabetic Principle, without fluency students will not learn to read accurately, rapidly, and efficiently.
The National Reading Panel reminds educators that “children who do not develop reading
fluency, no matter how bright they are, will continue to read slowly and with great effort”
(2000:3-3). While the Turkmen mtb-mle Preschool project focuses mainly on teaching
basic Phonetic Awareness and the Alphabetic Principle, repetition in reading aloud with
the students gives them the ability to hear a fluent reader. One of the proven methods
for improving fluency is repeated readings and oral reading feedback (2000:3-15). While
the preschool curriculum focuses on the introduction to reading principles, the teachers
implement certain classroom procedures that lay a solid foundation for improving fluency.
Teachers read aloud to students with a guided reading procedure, the lessons are structured systematically and predictably, and students are given a large amount of time for
repetition and practice.
2.4.1.4 Vocabulary
Vocabulary is also another component of the teaching method. Vocabulary is one of
the well-known important components of learning to read. Literature dating back to 1925
emphasized the importance of vocabulary in relation to improving comprehension and
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reading abilities (Whipple 1925:76). Other studies have stated that key components of
comprehension in reading are vocabulary and reasoning (Davis 1942:76). The National
Reading Panel explains that the “benefits in understanding text by applying letter-sound
correspondences to printed material come about only if the target word is in the learner's
oral vocabulary” (NRP 2000:4-3). The importance of learning the letter-sound correspondence and the ability to sound out words will only reach its highest potential when students
have the vocabulary to comprehend what they have read.
The main strategies for teaching vocabulary that are used in the Turkmen mtb-mle
Preschool project are: (1) Implicit Instruction: where students are exposed to words
through the curriculum and reading materials and (2) Association Methods: where students are encouraged to make connections from what they know to words they encounter
that they do not yet know (2000:4-3). Due to the nature of the Turkmen mtb-mle
Preschool project and the young age of the students, more structured vocabulary teaching methods are not put into place. Implicit instruction and association methods are best
suited for the age of the students at the Turkmen mtb-mle Preschools.
These strategies are implemented through the students' exposure to (1) new vocabulary in reading materials and storybooks, (2) repeated reading, (3) new vocabulary prior
to reading, and (4) restructuring of the material to facilitate vocabulary acquisition and
comprehension (restating difficult words in the text with simpler words). These methods
follow the guidance from the National Reading Panel for beneficial Vocabulary Instruction
(2000:4-3).
2.4.1.5 Comprehension
Comprehension can be defined as “the construction of the meaning of a written text
through a reciprocal interchange of ideas between the reader and the message in a particular text” (Harris and Hodges 1995:39). Comprehension is guided by cognitive conceptualization. Findings in cognitive research have discovered that reading is in fact, “purposeful
and active” (NRP 2000:4-5). In most cultures and countries, readers approach a text with
a desire to glean information and then apply this information in their lives.1
1

This concept might be disputed in some cultures, since in Afghanistan and other Muslim nations, “literacy
is about memorization, transmission of life stories revealing their heritage, values and morality, and centrally
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The idea of approaching a text to glean meaning is definitely affected by the societal
definition of literacy. Often, educated men and women in Afghanistan read paragraphs of
text but are unable to comprehend what they have read. In the schools, children memorize
words but never know the meaning. In my experience, when the Turkmen people from
Afghanistan are given the tools to sound out words and the ability to decipher meaning
from a given text, they are elated. Literacy changes from being a status symbol to being
an avenue to new information.
While students often learn active comprehension informally, formal strategies can
lead to improvement in text understanding and information use (NRP 2000:4-5). The
Comprehension Instructive methods implemented in the Turkmen mtb-mle Preschool program are: (1) Comprehension Monitoring: where the teacher evaluates the students' understanding and comprehension during the lessons and adjusts the lessons as necessary.
(2) Cooperative Learning: where teachers and students approach reading together as a
group. (3) Graphic and Semantic Organizers: illustrations in the curriculum and storybooks that help readers correlate text with meaning. (4) Story Structures and Question
Answering: where students are given the opportunity to react and answer questions about
the text. (5) Summarization: where the students are given the opportunity to summarize the text and stories in the lessons. Ultimately all of these methods combine to create
a (6) Multiple strategy approach: where several methods are combined and used as the
teacher and students approach a text. These methods follow the National Reading Panel's
Comprehension Instruction Methods (2000:4-6).

2.4.2 Teaching Explicitly and Systematically
While lessons and curriculum need to contain certain components (such as Phonetic
Awareness, the Alphabetic Principle, Fluency, Vocabulary, and Comprehension) the way
in certain religions, for the transmission of rules of religious and moral behavior. A Muslim for example, will
be expected to read aloud from the Quran. Many Muslims are not expected to understand what they read,
this being provided in their mother tongue” (Baker 2001:322). Baker goes on to explain that “The concept of
literacy is therefore not single but plural, relative to a culture and creed, and not universal” (Baker 2001:322).
In Afghanistan there is a different cultural view of literacy and its purposes. In order for an mtb-mle program
to be implemented to its fullest extent, it may be important to align curricula with these views to a certain
extent.
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in which the lessons are taught is also very important for the success of a program. Materials might have been meticulously developed and designed, yet the implementation of
such materials and the way that they are taught is just as important.
One of the well-researched methods for teaching reading is the Gradual Release of
Responsibility Framework. This framework shifts the cognitive load in learning from the
teacher-as-model to a joint responsibility in learning between the teacher and the student
(Fisher and Frey 2008:2). In this approach the responsibility of learning gradually shifts
from the teacher to the students. The gradual release model is a combination of wellresearched theories. Through looking at these theories as a whole it is seen that “learning
occurs through interactions with others; when these interactions are intentional, specific
learning occurs” (2008:3).
The gradual release of responsibility framework as described in "Better Learning Through
Structured Teaching" is composed of four parts: (1) Focused Instruction: ‘I do it’, (2)
Guided Instruction: ‘We do it.’ (3) Collaborative Learning: ‘You do it together.’ (4) Independent Learning: ‘You do it alone’ (2008:3).
2.4.2.1 Focused Instruction
Focused Instruction is the process of introducing the overall lesson purpose. The
lesson purpose often includes the elements related to content, language, and social aspects.
In this stage, it is important to “ensure that students have opportunities to engage with
the purpose in a meaningful way and obtain feedback about their performance” (2008:5).
The teacher will also provide students with “information about the ways in which a skilled
reader...processes the information under discussion” (2008:5).
The Turkmen mtb-mle Preschool program has a section in the beginning of each lesson where the teacher gives the students a time of establishing the purpose of the lesson,
modeling concepts, and then helping the students think aloud about the lesson concepts.
One of the important elements about this phase is “noticing.” Teachers at the preschools
are encouraged to gauge where there students are at and choose how to proceed accordingly. All of these elements are part of the method discussed in "Better Learning Through
Structured Teaching" (2008:21).
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2.4.2.2 Guided Instruction
The next part of the method is Guided Instruction. The most important part of this
method is “that the dialogue between teacher and learners is carefully crafted following
the principles of scaffolding” (2008:41). The teacher acts as a guide to help students cross
the bridge toward a new idea or concept they would not have been able to learn on their
own.
Three major elements, or scaffolds, are included in Guided Instruction. These elements are also large pieces of the lesson structures in Turkmen mtb-mle preschools. The
first is Asking Questions. Teachers ask questions to help students think about their answers and guide them to the appropriate answer. Instead of simply telling students that
they are right or wrong, students are asked where they might look to find the answer to
a question if they answered incorrectly. This guiding leads students to discover answers
for themselves and gives them a sense of success and accomplishment.
The second element to guided instruction is the use of prompts. Prompts help students
to start thinking about a subject or topic. They pique interest and desire to learn in the
students' minds. Prompts remind students to use skills they have already acquired but may
have forgotten (2008:43). The preschool teachers are instructed to use prompts instead
of telling the students the answer or information.
Cues are the final element of guided instruction. Cues shift a student's attention and,
“they are also more specific and direct than prompts, meaning the teacher bears more
cognitive responsibility” (2008:46). A few examples of cues are visual, verbal, gestures,
and environmental. Teachers in the Turkmen preschools are encouraged to use the posters
in the classrooms as visual cues to help their students connect with the information being
taught.
2.4.2.3 Collaborative Learning
The third phase of the gradual release approach is Collaborative Learning. In this
phase, students are expected to apply the skills and knowledge they have just learned
while turning to each other for support and guidance. During this time, students also use
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the soft skills of communication, leadership, and negotiation (Fisher and Frey 2008:66).
The key to this phase is that students take responsibility for learning. A large body of
evidence and studies have found that students, regardless of the subject, learn better when
they work in small groups (Fisher and Frey 2008:68; Dean et al. 2012). Students who
work in collaborative groups also have a higher rate of satisfaction in their classes, tend
to complete more of their assignments on time, and have a better attitude toward school
in general (Summers 2006; Fisher and Frey 2008:68).
One of the key parts of Collaborative Learning is oral language. Students are expected
to verbalize and describe what they are thinking and learning aloud. By speaking their
thoughts aloud, students are forced to use social and academic language to accomplish the
task at hand (Fisher and Frey 2008:95). In the Turkmen mtb-mle Preschool project, while
working with preschool age children, the ability to have well-structured groups is limited.
Although there are times when students are expected to write independently, classroom
participation is usually encouraged.
Another important part of Collaborative Learning is Individual Accountability. Individual accountability helps to minimize the frustration between group members because
some members will feel that they shoulder more responsibility than others (2008:95).
Again, there is limited assigned group work in the Turkmen mtb-mle Preschool program
due to the age of the children, but each child has his or her own book and is responsible
for doing their work in it. Each child is expected to accomplish the task at hand alone,
even when other students finish before they do. This way each one is held to individual
accountability.
The final component of Collaborative Learning that will be discussed here is the instrumental role of the teacher. The teacher does not simply monitor the groups; he or she
plays an important role in the groups to engage in guided instruction (2008:70). The key
focus of collaborative learning is the emphasis placed on the “cognitive and meta-cognitive
nature of the learning that occurs within the group” (2008:70). While other methods focus
on the social process, collaborative learning still has the end goal of learning the material or skills at hand. Since this is the case, the role of the teacher as a participant in
the groups or classroom setting is to continue using the the aforementioned methods of
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guided instruction to help the students achieve the purposes of the lessons. The teacher
plays a large role during the collaborative part of the lessons in the Turkmen mtb-mle
Preschool program. When students are told to do their work among themselves, teachers
are expected to monitor, assist, and guide the students as they complete the task at hand.
Due to the communal culture of the Turkmen people, children have a tendency to
always be talking and asking each other how to do the task at hand. Since this is the case,
collaborative learning need not be taught as much as taken advantage of in the Turkmen
classroom setting.
2.4.2.4 Independent Learning
The final component of the gradual release approach is Independent Learning. Independent Learning is not simply a child parroting what the teacher has just taught. Rather,
it is the “fullest expression of the skills and habits of mind used throughout the entire
gradual release of responsibility instructional framework” (Fisher and Frey 2008:96). Independent Learning is the application and usage of what students have been taught. It is
the implementation of the newly acquired skills and knowledge in their everyday lives.
One component of Independent Learning is Meta-cognition. Meta-cognition is the
learner's acknowledgment of his or her own learning process, conditions in which learning is best achieved, and the realization that learning has in fact occurred (Fisher and Frey
2008:98; Flavell 1979). Meta-cognition is easily defined by a student's ability to “prepare
and plan, select an approach, and monitor the execution of their plan” (Fisher and Frey
2008:100). Students in the Turkmen mtb-mle Preschool project are expected to implement what they are learning on a regular basis. And this has been seen when students try
to sound out signs on the street, attempt to sound out words on pages they find at home,
or point to letters they have learned at the preschool on a piece of paper.
Another component of Independent Learning is Self-Regulation. Self-regulation is
“acting upon the meta-cognitive perceptions they experience during a task” (2008:100).
This can be seen when a student rereads a passage when he does not understand, or asks a
classmate for clarification, or checks the assignment for errors. Again, due to the communal nature of the Turkmen people, children are always asking each other for clarification,
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help, and assistance. They view learning as a communal experience rather than individual. When a child comes to a problem or is confused, their typical choice is to ask the
child beside them, to ask the teacher, to ask their parent at home, or to talk to an older
brother or sister. Self-regulation comes naturally to the Turkmen community due to their
communal culture.

2.4.3 Early Childhood Care and Education and MTB-MLE
The Turkmen mtb-mle project focuses on implementing mtb-mle preschools in the
local Turkmen communities. These preschools do not have any affiliation with the National School system at this time. Bilingual education models range from education beginning entirely in the student's l1 and then being replaced later by the l2, to beginning
in the l2, and the students are forced to learn (or not learn) the language of instruction
(USAID 2020:18). These models can be additive or subtractive. Additive models first add
the l2 as a subject, then switch to instruction in the l2 later on; “the goal is that children
develop literacy in both languages” (2020:18). Some subtractive models begin in the l2
and give little attention to the l1 of the students. Other models begin in the l1 and then
switch entirely to instruction in the l2. “If children's l1 is replaced with l2 after 1-3 years
of education, the model is called an early exit transitional model. If the first language of
the child is removed after they become fully fluent academically in l1, then the model is
referred to as a late exit transitional model” (2020:18-19). The Turkmen mtb-mle project
uses a subtractive early exit transitional model. The only language used in the preschools
is the l1 of the students. Once they finish the first year of the preschool they go on to the
national schools, which are conducted entirely in the l2.
Early Childhood Care and Education (ecce) targets the early stages of child development. “From a global perspective, early childhood is the most important developmental
phase in a human’s life when a child's brain grows exponentially and when the foundations of a range of competencies – motoric, cognitive, linguistic, socio-emotional, etc. –
are established” (Shaeffer 2020:9). ecce takes advantage of this developmental stage in
children and, at a crucial developmental stage, introduces early education concepts and
encourages education. Four benefits arise from this: (1) “Preventive early programmes
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yield higher returns than later remedial ones” (2020:10), (2) “The most disadvantaged
children – by sex, socio-economic status, disability, and ethnicity/language – experience
the most dramatic gains from ecce programmes” (2020:10), (3) “ecce programmes have
been shown to have sustainable, long-term effects on the development of human capital
in general and on outcomes such as social cohesion and economic success” (2020:10), (4)
“from a financial perspective, early investment in these programmes also has a higher rate
of return in regard to individual and social outcomes than investments at higher levels of
education” (2020:10). However, the children who are the most disadvantaged, including
those from indigenous people groups, happen to be the least likely to be enrolled ecce programs (2020:10). Conducting such programs in mother-tongue of the students enhances
all of the above mentioned benefits (2020:15).
The Turkmen mtb-mle Preschools take advantage of the benefits of ecce while empowering Turkmen students through education in their mother-tongue. The year in the
preschool teaches the children that they are capable of learning, fosters a desire to continue education in the national schools, and provides a nurturing environment where they
learn the foundational concepts of reading.
The choice to implement mtb-mle Preschools among the Turkmen people as opposed
to working in the national schools was made for the following reasons: (1) mtb-mle
programs require less economic resources, but more community involvement - increasing
the likelihood of the success of the project, (2) mtb-mle and ecce programs can produce
long-term and lasting effects, (3) the Turkmen are some of the most disadvantaged people
in the project location in Afghanistan, (4) the Turkmen community had a perceived need
for helping their children to succeed in the national schools, and (5) working among the
Turkmen community required less governmental permissions and could be implemented
on a smaller scale with fewer authorizations needed.

2.5 Change In Education in Afghanistan
Finally, this literature review will discuss research concerning the successful change
in education in Afghanistan and will look at what factors facilitated the success (Davies
2018; USAID 2020).
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2.5.1 Pashai MTB-MLE Program
The Pashai mtb-mle Program in Afghanistan is an example of a successful program
that began in the 1990's by a foreign linguist working with the ngo Serve Afghanistan
in relief efforts. The program stemmed from community discussions on ways to help the
impoverished Pashai people. At first, the project focused on an animal husbandry project
to help feed poor families. This led the way for more community discussions and a desire
for the Pashai people to have their own orthography. When the opportunity to read and
write their own language was handed to them in the form of an orthography, the Pashai
people formed a group to decide on orthography matters and to approve literacy materials
developed in the future.
As a result of orthography development, adult literacy classes were conducted. While
community members were suspicious at first, as time went on they approved of these
classes and more villages requested them. Pilot courses for an mtb-mle program in Pashai
were started in 2011. In addition to the mtb-mle preschool program, an after-school
program was also developed to assist Pashai children while they attended the national
school in Pashto. Students attended these classes from grades 1-3. Many more villages
requested these programs in their own villages, yet funding for this was not available.
The results from these mtb-mle programs were quite visible. When the final examination scores of students from grade 3 were observed,
they showed that a sample of 20 students who had taken part in the mtb-mle
programme received an average mark of 88.7 percent. In comparison, a sample of
20 students from the same class who had not taken part in the mtb-mle programme
scored only 52.0 percent on average (Davies 2018:56).

Along with an improvement in test scores, the attitude of the community toward
their language had changed. Parents were excited to send their children to school and
began to hope that they would be able to succeed in the national schools. Teachers also
had a positive change in attitude toward their language, and Davies writes that “as they
[teachers] saw the benefits of using Pashai as the language of instruction in the project
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courses, they started to incorporate this as a method in the government schools as well”
(2018:57).
In regard to sustainability, the local staff members took steps towards learning to
develop new literacy materials of their own and setting up systems for printing these
books. Davies writes that
local ownership is essential for the sustainability of any project and, at the
time of writing, local staff members did not have the skills or education to take
ownership of these technical areas [lexicography and grammar documentation];
consequently, they were dependent on a foreign linguist (2018:59).

While she was hopeful for the continuation of the mtb-mle project among the Pashai, she
saw the need for local staff to gain skills in language development, literacy, and linguistics.
Factors that contributed to the successes of the Pashai mtb-mle program should be
noted for future project implementation. Some of these factors were: (1) continued community involvement and responsibility, (2) production of literacy materials in Pashai, (3)
attitude change toward the Pashai language, and (4) desire to meet the felt needs of the
communities and to build their trust.
The Turkmen mtb-mle Preschool project attempted to involve the Turkmen community and increase their responsibility in the project. This endeavor included, (1) asking
the community what their felt-needs were, (2) conducting literacy material workshops, (3)
asking the community for teacher candidates, (4) having the villages provide the preschool
location, and (5) asking the community to mitigate disputes.

2.5.2 Uzbek and Pashai Language Impact
One study conducted in Afghanistan by Afghan Children Read (acr) focused on the
effects of the lack of mtb-mle in classrooms where minority language children were taught
in the national language. The acr program is mentioned in Section 2.1.2 "Overview of
Multilingual Education in Afghanistan" of this paper. Here I will elaborate an mtb-mle
study conducted by acr, and what the results were (USAID 2020:14).
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acr conducted a study on the use of Uzbek and Pashai in the national schools and

the impact that instruction in Dari or Pasho had on the native speakers of these languages.
One of the goals of the study was to gain insight and perspective into what minority language children face on a regular basis while attending the national school in the national
languages. Another goal of this study was to learn how teachers and parents can support
their children in the education process and encourage their success (2020:17).
Observations made from the study conducted found that due to the percentage of
minority language speakers in a classroom, teachers often were forced to: (1) use of rote
memorization and repetition, (2) translate and clarify information from the language used
in the material to the language the children were familiar with, and (3) skip parts of the
lesson to account for the lost time translating (2020:37-40).
Some observations about learning in the mother-tongue and learning in the national
languages were also revealed from the study. Some of these observations were: (1) minority language students are less responsive and participate less when questions were asked
in Dari, (2) in one case, even the teacher himself was not fluent in the language of instruction, (3) textbooks and classroom materials presume a native understanding of the
national languages. If a student does not have this proficiency, the curriculum becomes
much less effective (USAID 2020). While this study was not an example of a successful
mtb-mle program, it revealed that for a literacy program in Afghanistan to be successful

among minority language speakers, it should use an mtb-mle approach.
While implementing the Turkmen mtb-mle Preschool project, I observed the methods
teacher candidates expected to use in the classrooms at the training seminars. Candidates
expected to have students memorize material and repeat it back to them. At the seminars,
we worked hard to discuss the core components of the teaching method and emphasize
student learning over memorization. In the Turkmen mtb-mle Preschool classrooms, I
observed (1) students participating, (2) teachers and students dialoguing together, (3)
teachers explaining concepts to students in their mother-tongue, and (4) teachers using
textbooks, lesson plans, storybooks, and posters in their mother-tongue. This mtb-mle
approach fostered a familiar environment for the students and teachers to learn in. In this
environment, the children learned to read and write in their own language.

40

2.6 Conclusion
This chapter began with an overview of the current language policies in Afghanistan
and the impact of these on the minority language communities. Following this, the language barriers that minority language speakers face and how to combat these barriers were
discussed. Specific issues pertinent to minority language teachers were then described.
The core components of teaching reading and the contextualization of these methods in
Afghanistan were then discussed. Finally, an overview of programs in Afghanistan relating
to teaching reading and mtb-mle were examined.

41

CHAPTER 3
Methods and Procedures
This study seeks to describe how an mtb-mle preschool program can be implemented
in a way that aligns with the cultural and linguistic values of the Turkmen people of
Afghanistan such that supervisors, teachers, and the community can participate to the
fullest extent. This description will then provide insight into reasons for community
ownership and successful implementation of an mtb-mle program. This study uses a
qualitative, anthropological case-study approach. Merriam and Tisdell define qualitative
researchers as those who “are interested in understanding how people interpret their experiences, how they construct their worlds, and what meaning they attribute to their
experiences” (2016:6). This type of research is one of the best ways to explore behavior
changes, gain insight into the experiences of others, and understand the workings of other
cultures. This chapter explains the research design, research setting, data collection, data
analysis, and standards for trustworthiness and ethical considerations.

3.1 Research Design
This qualitative study uses an ethnographic approach. This includes participant observation and interviews. Since I lived and worked with the Turkmen people, an ethnographic approach allowed me to remain a participant while at the same time gaining a
deeper understanding of the problems that could hinder implementation of an mtb-mle
program. An ethnographic approach allowed me to discern why the mtb-mle project
reached its goals within the Turkmen community context. Case studies provided information from different preschool locations, revealing similarities and differences between
these locations.
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3.1.1 Qualitative Approach
A qualitative study reveals what factors contributed to the Turkmen mtb-mle Preschool
teachers choosing to implement the new evidence-based approaches to teaching reading.
Conclusions from this study may provide a guide for future successful implementation
of similar programs among the Turkmen people in Afghanistan. The experience of the
teachers in this program can best be revealed through a qualitative approach (Merriam
and Tisdell 2016:6). In a qualitative study, the participants' own words serve as the data
for the study, rather than numbers and statistics (Braun and Clarke 2013:3-4).
Along with a focus on understanding and words as data, authors Dezin and Lincoln
write that “qualitative research is a situated activity that locates the observer in the world.
Qualitative research consists of a set of interpretive, material practices that make the
world visible” (2013:6). Qualitative research explains how different cultures, nationalities, and people view and experience the world. It also seeks to explain “the phenomenon
of interest from the participants' perspectives, not the researcher's” (Merriam and Tisdell 2016:16). While researchers and educators might have ideas of how to implement
an mtb-mle preschool project, this qualitative study seeks to understand why teachers
from the Turkmen mtb-mle Preschool project chose to accept and implement the new
evidence-based approaches to teaching reading in their classrooms.
The first component of qualitative study seeks to bring visibility to the teachers' experience. A second component is “the researcher as the primary instrument for data collection and analysis” (2016:16). Although the researcher's involvement at points has been
seen as a liability in the research process, the researcher's presence may provide salient
benefits. These include the researcher's ability to respond to the situation and pick up
on verbal and nonverbal cues during interviews. Researchers can also situate the data
and interview responses within the larger cultural and linguistic setting. If the researcher
is conversant in the language the interviews were conducted in, he or she can provide
linguistic nuances that might be lost through an interpreter.
The qualitative method explores the research question by providing insight into the
Turkmen mtb-mle Preschool teachers' experiences. The visible representation of their
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world reveals how they learned and implemented new evidence-based methods for teaching reading.

3.1.2 Ethnographic Methods
In addition to qualitative research, ethnographic methods provide a means to situate
this study within the Turkmen cultural setting. LeCompte and Schensul explain that
the principal and most important characteristic of ethnography is that it is
rooted in the concept of culture. The end product of ethnography, the story or
narrative, constitutes a theoretically informed interpretation of the culture of the
community, group, or setting (2010:11).

Another description of ethnography is “a systematic approach to learning about the social and cultural life of communities, institutions, and other settings.” It systematically
investigates and uses the researcher as the primary instrument of data collection with an
emphasis on non-biased data collection (2010:1). This approach takes advantage of the
researcher in the setting. It uses both inductive and deductive reasoning to “build more
effective and socially and culturally valid local theories” (2010:1). I used ethnographic
methods to gain insight into culture and attitude-change regarding new evidence-based
methods for teaching reading.
Another aspect of ethnographic research implemented in my study is data gathering
in the natural setting (2010). The interviews in this study were conducted in the local
office setting where the teachers were comfortable and no males were present. I typically
shared a meal with them before conducting the interviews. These factors provided a
natural setting where the teachers felt comfortable conversing and sharing.
As well as conducting interviews in a natural setting, following ethnographic methods, I was closely involved with the Turkmen community. LeCompte and Schesul explain,
“ethnographers must become intimately involved with members of the community or participants in the natural settings where they do research” (2010:13). Through this process,
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trust and friendship between the researcher and the participants are increased and participants are more open to share about their experiences.1
Furthermore, ethnographic methods maintain a “commitment to accurate reflection
of the views and perspectives of the participants in the research” (2010:17). The interviews from this study were not translated and transcribed to convey my own thoughts,
expectations, or ideas; but rather to best convey the ideas and thoughts of the participants.
Finally, this study uses ethnographic methods, which include “inductive, interactive,
and recursive processes to build theories to explain the behavior and beliefs under study”
(2010:18). The inductive ethnographic process was used to identify
specific and concrete data bits and aggregate them into taxonomies and structures. These create more general and abstract ideas about the composition of cultural scenes, social and physical phenomena, as well as explanations for why events
occur as they do (2010:18).

Interviews, observations, and documents were combined to determine what themes contributed to behavioral change and the acceptance of new ideas and methodologies among
the Turkmen people of Afghanistan.
These ethnographic methods allowed this study to remain faithful to the original
ideas, opinions, and experiences of the participants. These opinions, ideas, and experiences were communicated directly to me during interviews in the participants' natural,
cultural setting. In the data analysis process, I translated and transcribed these interviews. Finally, I analyzed interviews, observations, and documentation in a combined
approach process to generate themes contributing to cultural, behavioral, and attitude
change among the Turkmen community regarding multilingual education.

3.1.3 Case Studies
Along with drawing from qualitative research and ethnographic methods, this study
utilizes case studies. Case studies “focus on a single unit for the investigation” but often
1

This intimacy was not sought for research purposes. The relationships built between the participants and
the researcher during the four years prior came from a desire to serve the community. The research for this
study was simply an outworking of previously developed friendships.
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this unit is comprised of smaller units (LeCompte and Schensul 2010:114). In the current study, the single unit in focus is the Turkmen mtb-mle Preschool project, which is
comprised of four locations and two teachers in each location. A case study is typically
used when the research question seeks to answer the "why" or "how" (Baxter and Jack
2010:545). In this case, the study desires to learn why the Turkmen mtb-mle Preschool
teachers chose to accept and implement the new evidence-based methods for teaching
reading.
This case study also takes a "multiple case study" approach since the mtb-mle preschools
have four locations. Baxter and Jack explain that “in a multiple case study, we are examining several cases to understand the similarities and differences between the cases”
(2010:550). This study remains an ethnographic case study since it is situated in the culture and desires to discover why the teachers accepted the new evidence-based methods
for teaching reading (LeCompte and Schensul 2010:116). Because this case study focuses
on multiple cases, Baxter and Jack explain that “the evidence created from this type of
study is considered robust and reliable” (2010:550).
A qualitative, ethnographic, multiple case study approach holds many advantages.
One of these is that “case studies are often concerned with pinning down the specific
mechanisms and pathways between causes and effects rather than revealing the average
strength of a factor that causes an effect” (Given 2008:69). The study at hand seeks to
understand the pathways between the cause and effects that encouraged Turkmen mtbmle Preschool teachers to implement the methods for reading that they were taught at

the training seminar. A case study approach assists in showing similarities between the
preschool locations and teachers so that the pathways between cause and effect might be
illuminated. Baxter and Jack affirm that a case study “enables the researcher to gather
data from a variety of sources and to converge the data to illuminate the case” (2010:556).
While case studies are a reliable way to gain insight into cause and effect in a particular study, they are not always easy to conduct. Case studies typically require the
researcher to work and live in the study location for extended periods of time. LeCompte
and Schensul give the following reason:
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It requires a long-term, focused effort to become acquainted with the participants, an understanding of the dynamics of their interaction, an understanding
of how they relate to the physical and material environment, and how to elicit
the meanings, goals, and objectives that may be important to the participants
(2010:117).

Most researchers do not have time to devote years of their lives to living among a language
group. The current study is unique in that, as the researcher, I have spent four years living
among the Turkmen people, learning their language, building friendships, and working
alongside them. In this way, the study at hand provides a rare opportunity to conduct a
case study in an ideal environment.
This case study uses participant observation and face-to-face, in-depth interviews as
the main forms of data collection (2010:117). These methods illuminate “what members
of a group are doing and why by observing their actions and interactions and talking to
them” (2010:118). My final responsibility is to assemble all the information I have
collected into descriptions of relationships and recurring patterns of behavior and belief within institutional structures and larger policy-related and political
and economic dynamics so that a full portrait of the group can be constructed
(2010:118).

This process of analysis is done through coding, which seeks to find why change and acceptance of new evidence-based reading methods have been accepted among the Turkmen
mtb-mle Preschool teachers. The study also takes into account the (1) evidence-based

methods for teaching reading, (2) policies in the Afghan government, and (3) barriers
that minority language speakers face. These factors will assist in enriching the study and
the findings.
The study at hand is best described as a qualitative, ethnographic, multiple case study.
It is conducted in the local environment, utilizing the researcher's experience, rapport with
the community, and language abilities. The main sources of data in this study are in-depth
interviews with the Turkmen mtb-mle Preschool teachers to gain insight into why they
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chose to accept and implement the new evidence-based methods for teaching reading in
their classrooms.

3.2 Research Setting
In this section, I describe my study's location and participants. The study takes place
in Sheberghan, a city in Northern Afghanistan. The Uzbek and Turkmen languages are
spoken openly in public. Uzbek is seen as the sister language to Turkmen, but Turkmen
speakers typically feel disrespected and devalued by Uzbek speakers. The following section will discuss the setting in which the research was conducted. Factors contributing
to the setting are (1) the researcher, (2) the location, (3) the participants, and (4) the
intended audience of the study.

3.2.1 The Researcher
My presence as the researcher affects the research setting. My access to the community was based on my employment by a language development ngo implementing
mtb-mle preschools among the Turkmen. Additionally, I was also an active participant

in the social lives of women in the community. I interacted with local women in the community, relating to them regarding daily life and parenthood. Due to this, I was able to
adopt many cultural norms of the Turkmen people.
The study occurred over an eight-month period during which I interviewed the participants. Prior to this study, I spent three years living and working alongside the Turkmen
people. This experience enriched my background knowledge, participant observations,
and rapport with the local Turkmen community. In those three years, two other consultants and I trained and monitored the teachers in evidence-based methods for teaching
reading. I assisted in evaluating the teachers' use of the method and developed additional
trainings to address problem areas. Through working alongside the teachers, I formed lasting relationships and rapport with them, providing a unique environment for the research
to take place.
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Several factors enhanced my ability to participate in the local Turkmen community.
First, I dressed in local clothing, including wearing a burqa in the appropriate social settings. I sought to convey a religious, honorable, moral identity. Second, I communicated
directly in Dari and Turkmen. My conversations included such topics as language development, mtb-mle, daily life, feelings, emotions, and indirect communication. This practices
enriched my ability to relate with Turkmen women. Conversations were not inhibited by
the presence of a translator.
There are a number of possibilities of how one might approach research in a community. One could attempt to remain distant and unbiased or engaged and sympathetic.
I chose to be a sympathetic researcher who was perceived as a guest in the community.
Interviewees enjoyed sharing their education experience with me, a sympathetic listener
(Merriam and Tisdell 2016:129).

3.2.2 Location
As I stated earlier, this study took place in Sheberghan, a city in northwest Afghanistan.
The population of this city is comprised of both Uzbek and Turkmen speakers. More specifically, this study examined four Turkmen mtb-mle preschools located in neighborhoods
or villages, ranging from 5 to 20 kilometers from Sheberghan. Each village was majority Turkmen-speaking. Four candidates from each location were trained at a two-week
teacher training seminar. Two of the four candidates were hired for each preschool location, eight teachers in total.
The preschool village locations are typically skeptical of outside influence. During the
first year of the mtb-mle preschool program, village leaders were hesitant to send their
daughters to the teacher training seminar. The women (married and unmarried) from
the villages were also hesitant to come, as most women do not typically travel outside of
their homes or villages (Rasekh 2016:47; Anwari 2020:2). However, women were excited
to attend the next year's seminar. By the third year, women were asking to attend and
previous teacher candidates were coming to visit.
The environment of mutuality and teamwork fostered at the seminar was at least
partially responsible for this change. Teachers were encouraged to participate and add
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their own ideas and input. They were also given the freedom to correct me if I made a
mistake in explaining a concept or misspoke. Turkmen women also love parties since they
provide a reprieve from demanding daily responsibilities. Many of the candidates saw the
two weeks as one long party where they were able to enjoy one another's company while
learning communally.
Inviting candidates from each village proved to be strategically significant. First, it
helped overcome the previously mentioned skepticism. Second, teachers and students
shared the same village environment and Turkmen dialect. The teachers were expected to
instruct the students in the standard Turkmen dialect, Ä:rsa:rı (Rasekh 2016:2). Nevertheless, there were many benefits to having the teachers and students speak the same dialect.
Some of these benefits include: (1) the ability to explain small phonetic differences (vowel
and consonant pronunciation differences), (2) the ability to explain in which villages said
differences exist, and (3) a shared value for their own dialect.
The Turkmen mtb-mle Preschools were established in villages because Turkmen typically live in village locations (Rasekh 2016:33). In the hope of establishing a more sustainable project, the choice was made to place preschools in the villages, the locus of Turkmen
life. If the village leaders accepted and took ownership of the preschools, the chance of
longevity in the project would increase (Alidou, Boly, Brock-Utne, & Satina 2006:11-12).
In summary, this research was focused on rural Turkmen majority villages. These
villages spoke mutually intelligible dialects of Turkmen. Ä:rsa:rı was the Turkmen dialect
used to develop the curriculum for the mtb-mle preschools. Teachers were expected to
explain small dialectal differences so that students could understand the importance of a
standard dialect while still valuing their own. Students and teachers were not expected to
change the dialect they use on a regular basis. Skepticism toward the mtb-mle program
was lessened by training and hiring women from each village location and by attempting
to adapt training methods to accommodate the communal culture of the Turkmen.

3.2.3 Participants
This study included three different participant groups: (1) the teachers, (2) the supervisors, and (3) the community leaders. The first group was comprised of eight preschool
50

teachers from an mtb-mle Preschool program conducted in Turkmen in four village locations. All of these teachers were women. When the research was conducted, teachers were
engaged in teaching at the mtb-mle Preschools. Teachers were trained in the mtb-mle
program before each school year began. Teachers trained in previous years were expected
to attend the training seminar to refresh their understanding of the teaching method and
to assist in training new candidates. While some teachers had multiple years of experience teaching in the mtb-mle program, no teachers were trained in the national teacher
training colleges.
Most teachers are semi-bilingual in Dari, but have limited interactions in Dari on a
daily basis. Thus they are functionally monolingual in Turkmen. While the candidates'
educational levels varied in the national language, most were functionally illiterate before
attending the teacher training. mtb-mle Preschool teachers from the villages closer to
the urban center tended to have higher levels of education. Some had even graduated
from university. Teachers from more remote village locations had less than a high school
education.
Additionally, the Turkmen mtb-mle program has two supervisors, a man and woman.
I interviewed the female supervisor using semi-structured questions about educational
background, the teacher training, and the mtb-mle Preschool teaching method. Previously, she was a teacher at one of the mtb-mle Preschools. She had a university-level
education and was bilingual in Dari and Turkmen. Due to time constraints, I did not
interview the male supervisor.
Lastly, my interactions and informal conversations with community leaders were
noted as anthropological observations and referred to in this thesis for cultural insight
and background. These leaders had observed the effects of mtb-mle methods on the students' success in the preschools.

3.2.4 Audience
The intended audience for this thesis is anyone interested in implementing multilingual education programs among the Turkmen people in Afghanistan or desiring to implement contextualized mtb-mle programs among other minority language speakers in
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Afghanistan. Finally, this study may provide information and insight for implementing
mtb-mle programs among minority groups in other countries. It is with this perceived

audience in mind that the present research was conducted, analyzed, and discussed.

3.3 Data Collection
I began the data collection process by preparing a preliminary list of interview questions. I checked and translated these questions with my office staff to make sure they
were culturally relevant and communicated well. I then carried out a practice interview
with one of my staff that allowed me to further enhance the questions. I then proceeded
to interview the preschool teachers. Interviews were used to gain information about the
teachers' educational backgrounds and their attitudes regarding education experience and
the Turkmen mtb-mle preschool program.2
As the researcher, I performed all interviews and observations in person.3 I conducted
these conversations and observations in individual and group settings alongside my local
female colleague. The interviews were recorded, transcribed, and presented as Edited
Transcriptions.4 Secondary data was collected through discussions with community leaders and information gathered through the mtb-mle Preschool program.

3.3.1 Interview Development
The interview questions were focused on the teachers' experience in the national
schools and their encounter with the mtb-mle methods used in the Turkmen mtb-mle
Preschool program.5 I designed my interview questions to explore cultural perceptions
and attitudes regarding education, literacy, and mtb-mle methods. The thematic purposes behind the interview questions are displayed in Table 1.

2

See Appendix A for the interview questions.
Because one of the supervisors was male and all the teachers in this study were female and due to
the cultural differences in Afghanistan, it would have been difficult for men to gather a similar caliber of
information as a female researcher interacting with female teachers.
4
Edited Transcriptions are transcriptions that are edited to increase clarity and readability. They remain
faithful to the intended communication of the respondents.
5
See Appendix A for interview questions.
3
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Table 1. Thematic Purposes Behind My Interview Questions
Focus of Interview Questions
(1) How Turkmen are treated in schools
(2) How the Look-Say method and reading methods are used in education
(3) What teachers feel their purpose is as a teacher
(4) Cultural views of literacy
(5) Culturally perceived differences between literate and illiterate people
(6) Each teacher’s assessment of their own education and literacy levels
(7) Teacher attitudes and expectations toward literacy
(8) Teacher perceptions of lessons, literacy, and what is important in the preschools
(9) Teacher attitude toward the teaching method
(10) The importance of teacher trainings

I translated the interview questions into Turkmen with the help of a project supervisor. I discussed each question with my colleague. After trying to convey the question in
Turkmen, my colleague repeated the question back to me, using accurate grammar and
more concise Turkmen. I then recorded my colleague asking each of these questions after
we discussed them. My colleague then listened to the recording and typed the questions
in Turkmen. I used these translated questions during the interviews.

3.3.2 Interviewing
The initial interview for this study was conducted with my colleague, who is a supervisor for the preschools. Subsequent interviews were initiated by inviting the two teachers
from each location to come to the office on consecutive days for the teacher interviews.
Each group was then taken out to lunch as an appreciation for their time and participation in the study. Afterward, my colleague and I sat with the teachers and discussed the
interview questions.
All of the interviews were recorded on an iPhone SE 2nd generation using the Voicememo application. Before the interviews, each respondent gave their permission to participate in the study and to be recorded. I saved each of the recordings on an iPhone so
that I could later translate and transcribe them. The interviews produced 505 minutes of
recordings.
During the transcription process, I clarified any questions with my colleague who
had been present during the interviews. This process included sending audio sections of
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the interview to my colleague, who then explained those portions of the dialogue to me.
I discussed these sections with her until I was sure I understood the speakers' intended
communication. I translated and typed the recorded audios into a text document to create
a transcript of the interviews. Due to the amount of time it took to translate and transcribe
these interviews, one of the transcriptions was done by my project co-manager, who shares
a similar level of Turkmen language ability as myself. The interviews were transcribed as
Edited Transcriptions. After transcribing the interviews, I entered them into Nvivo 12 for
Mac and backed up the files on an external device as well as a cloud service. I backed up
all files often, taking care not to lose any data in the process (Stark 2019:61).

3.3.3 Secondary Data
Secondary data came from anthropological observations involving the supervisors and
community. Other secondary data sources included data from the mtb-mle monitoring
program, mtb-mle reports (including material development), and my reflections on the
implementation process. In addition, I took into account suggestions from the supervisors
and teachers on what could or should have been done regarding attitude, knowledge, and
practice.

3.4 Data Analysis
I coded the transcriptions for specific themes using deductive and inductive coding,
otherwise known as a combined approach.6 In this approach, codes are derived from
the data, the research question, and the current literature, otherwise known as Grounded
Theory methods.7 Through the use of Values coding8 I sought to gain insight into the
participants’ attitudes, values, and beliefs. I categorized codes into subcodes as needed.
6
Inductive coding: codes are derived from the data, otherwise known as ground-up coding. There are
no preconceived notions of what the codes should be.
Deductive coding: coding is begun with an initial set of codes, otherwise known as top-down coding.
These codes are often based on the research question and current literature.
Combined approach coding: deductive and inductive coding processes are combined. A set of codes can
be used to determine initial categories (deductive), then inductive coding is used to discover the causes for
said categories.
7
Grounded Theory method consists of systematic but flexible guidelines for the conduction of inductive,
qualitative research aimed toward theory construction. It begins with a close coding of the collected data.
These codes are then used to compare, sort, and synthesise said data (Given 2008:376-375).
8
Values Coding: excerpts are coded pertaining to the respondents’ attitudes, beliefs, and values.
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Thematic Analysis9 coding was used to derive themes and patterns that contributed to
teachers’ implementation (or lack thereof) of the phonics teaching method (Saldaña 2013;
Given 2008; Braun and Clarke 2013). I used memo writing to note emerging salient
themes, an important aspect of Grounded Theory.
The coding process began after the interviews were translated, transcribed, and loaded
into Nvivo. First-round codes mirrored the important factors contributing to a successful
mtb-mle Program as discussed in Chapter 2 "Literature Review" (deductive coding). These

codes included: (1) barriers that minority language students, teachers, and mtb-mle programs face, (2) solutions to these barriers, (3) attitudes and perceptions that mtb-mle
teachers face, (4) core components of teaching reading, (5) contextualization of these
methods, and (6) national school methods. In the second-round coding, I coded these
categories for themes contributing to attitude and behavioral change (inductive coding).
A visualization of this process is displayed in Table 2.
Table 2. Visualization of Combined Approach (Deductive and Inductive) Coding

One key principle of Grounded Theory method is “when researchers define a set of
tentative codes, they use these codes to compare, sort, and synthesize large amounts of
data” (Given 2008:375). The initial categorization of the data was deductive. An example
9
Thematic Analysis coding: utilized to derive themes and patterns from a data set. Responses from
different speakers are organized into similar themes. These represent the findings for a study.
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of this initial deductive coding process is shown in the first column in Table 2 above. I
then did a second round of coding. This second round was inductive, identifying subthemes from the categorized data, shown in the second column in Table 2 above. This
process allowed me to separate the data into factors that contribute to a successful mtbmle program and then code those categories to answer "How was the mtb-mle program

successful?"
The initial-round of coding categorized the data into six categories and four subcategories. The second round of coding identified specific themes in these categories and
subcategories. From the data, 112 themes were discovered and simplified. I discuss my
analysis of these themes in Chapter 4 "Findings."

3.5 Trustworthiness and Ethical Considerations
This section discusses the trustworthiness and ethical considerations pertinent to the
study. The items discussed include: (1) protection of participants, (2) positionality, (3)
regard for cultural norms, and (5) trustworthiness and benefits of the study.

3.5.1 Protection of Participants
I highly prioritized protecting participants throughout the course of this study. Due
to the culture, sensitivity of the location, and skepticism toward outsiders, I have chosen
not to use the participants' names. As needed, pseudonyms are used.
Interaction with foreigners holds risks for local men in Afghanistan. However, for
local women to interact with foreigners may hold even higher risk. I sought to mitigate
these risks through the course of the study. Along with skepticism and risk in relating to
foreigners, women in the Turkmen community desire not to have photos of themselves
or recordings of their voices made public. I took several steps to protect the participants’
honor. These included the use of pseudonyms and not publishing the interview recordings.

3.5.2 Positionality
In this section, I discuss my relationship with the Turkmen community. I worked
with an ngo office and was the employer of the participants in this study. Several factors
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concerning the power dynamics of employer/employee relationships need to be taken
into account for this study. The first factor is saving-face. Afghanistan is a high-distance,
honor-shame society characterized by titles. Because of this, community members have a
strong desire to honor those who are in places of authority. This honoring can be observed
in: (1) never correcting an authority figure, (2) indirect speech, (3) affirming the person
in authority.
As a guest and administrator in the mtb-mle Turkmen Project, I held a position of
authority. During the interviews, the participants used previously mentioned strategies to
honor me as a person of high status. At one specific point during an interview, I attempted
to clarify if I was understanding correctly. Even though I had clearly not understood, the
participants responded affirmatively, but then indirectly told me that I had completely
misunderstood. Even though I was in a position of authority, they felt that they could,
indirectly, correct me. This is a clear example of the complexity that authority and status
create in social interactions. Even so, I was encouraged that the participants felt free to
correct me indirectly. This validated their responses.
A second factor shaping my relationship with the Turkmen community is my gender.
As a female researcher who is functional in Turkmen and Dari, I have a rare opportunity to
interact openly with the women in Afghanistan. While a male researcher would face more
limitations and difficulties in regards to the female gender, women were able to interact
and relate to me as a peer. Even though I was considered a peer at times, I remained an
outsider who did not grow up in the community. I was a guest of the community, which
affects how people relate to me and how openly they discuss difficulties. Even so, I feel
that my gender helped to mitigate some of these challenges.
Even as an outside guest in the Turkmen community in a position of authority, I
believe that my gender, relationship, and rapport with community members enhanced
the reliability and trustworthiness of this study.

3.5.3 Cultural Factors
I need to make a few remarks about cultural factors. Separation of the genders is a
large part of Islamic societies. This separation, known as parda, is a key part of Afghan
society.
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It has developed into the thought in much of Afghan society that women should
not show their faces to anyone beyond their immediate male kin. While the practical outworking of this value varies, interaction between the sexes is generally
much more limited than in Western contexts. A second and related element is the
idea that women are the vessels of family honor. Great care is taken with women’s
social interactions so as not to jeopardize the family’s honor. (Shaver 2021:6).

I sought to protect the honor of the participants in this study and uphold the relationship they entrusted to me so as not to threaten their family's honor within the community.
Similarly, my gender as a woman was one factor that facilitated a secure environment
for the participants. A female researcher who is conversational in the languages will be
able to interact with female participants and provide a comfortable environment for them
that would be impossible with a male researcher. When female participants feel comfortable and safe, they are much more willing to participate in conversation and answer
questions honestly.
Furthermore, as a female researcher in Afghanistan, I sought to be an active participant in the Turkmen language community. For this reason, I wore local clothes, covered
my head, wore a burqa, limited my mixed gender interactions to appropriate social contexts, and learned to speak Turkmen.
Separation of genders not only affects interactions between men and women, it also
shapes office culture. In the Turkmen mtb-mle office, separate spaces for men and women
were provided. Any man requested permission before entering a room where women were
present and permission was granted before male supervisors could monitor the female
teachers in the preschool locations. The Turkmen mtb-mle office functioned exclusively
in Turkmen. During teacher training seminars, the male supervisor was present, but was
accepted and trusted by the women at the seminar and was seen as an older brother figure. While expatriate and local staff were functional in Dari and Turkmen, Dari was only
used when needed. All trainings, meetings, seminars, and monitoring sessions were conducted in Turkmen.10 Dari was only used when writing government reports and making
government visits.
10

This included both verbal and written communication.

58

Regarding the materials for the preschools, all pictures and graphics used were approved by the teachers. If the teachers deemed any illustrations inappropriate or inaccurate, the pictures were changed. Materials were developed to reflect the everyday lives of
the students; naan bread, women with headscarves, burqas, culturally appropriate clothing, food that was familiar, daily life in the bazaar, etc. Aside from one activity book, all
materials were written or translated into Turkmen.
I suggest that honoring and operating within cultural norms was one factor that allowed the Turkmen community to adopt the mtb-mle program as their own. This factor
will be discussed in Chapter 4 "Findings."

3.5.4 Trustworthiness and Benefits of the Study
I desired to protect the trustworthiness of this research during the development, data
gathering, and data analysis stages. To safeguard the trustworthiness of the study, I subscribed to the following best practices: (1) clearly written research questions, (2) a case
study design seeking to answer the research questions, (3) appropriate and intentional
sampling strategies, (4) systematically collected and managed data, and (5) data correctly
analyzed to the best of the researcher's abilities (Baxter and Jack 2010:556).
To ensure validity, triangulation of the data was done through interviews, monitoring reports, and participant observations (Baxter and Jack 2010:556; USAID 2017:17).
Additionally, I had prolonged exposure and experience with the respondents and field of
study as I helped implement the mtb-mle preschools over four years (Baxter and Jack
2010:556). Another means to ensure reliability was “member checking” (2010:556).
Member checking included checking for clarity during the transcription process with my
local colleague and discussing the emerging patterns and themes I was noticing with one
of my expatriate colleagues and my thesis committee. Memo writing, or field notes, also
aided in strengthening the trustworthiness of the study, helping me note themes and patterns as I was coding (Given 2008:375; Baxter and Jack 2010:556).
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3.6 Conclusion
This thesis is a qualitative, ethnographic case study focusing on learning the cause and
effect relationships between attitude and behavioral change. Specifically, it seeks to discern the reasons for accepting new evidence-based principles for teaching reading among
the Turkmen in Afghanistan. This chapter has discussed the research design, research setting, data collection, and data analysis. The trustworthiness and ethical considerations of
the research were also discussed.
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CHAPTER 4
Findings
In this chapter, I discuss the findings from the present study. The data is presented
using ten overall categories that arose during the data analyses process. While many of
the themes that arose from the interviews are reflected in the current literature, additional themes arose that contributed new elements to the current literature. These new
contributions may assist in contextualizing evidence-based methods for teaching reading
in Afghanistan among the Turkmen people. Themes are presented in bold throughout this
chapter.

4.1 Combating Barriers in Education for Turkmen Speakers
The first major category deals with issues related to combating barriers in education
for Turkmen speakers. These included barriers in education, national school methods, and
perceived barrier solutions.

4.1.1 Barriers in Education
The themes described in the following section are displayed in Table 3 below.
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Table 3. Themes Pertaining to Barriers in Education

During the interviews the Turkmen mtb-mle preschool teachers raised several issues
relating to barriers in education young Turkmen children face. As one might expect,
most of these barriers are also mentioned in the literature. Most teachers mentioned
that community fear was prevalent; most teachers explained the parents' fear of their
children traveling long distances to school, fear of their children being distanced from
the community through education, and the unknown or fear of the education system.
Distance as a barrier to accessing schools is also mentioned in several studies (Kosonen,
Young and Malone 2007; USAID 2020).
All teachers mentioned the barrier of discrimination. Some respondents shared
painful memories of being called “blind brains” as children by the national teachers. They
also said they were told they would never learn, and national teachers shamed them for
not learning the lessons. Additionally, the themes of public shaming, facing difficulty
when attending school, and being silenced and marginalized were also present. All

interviewees discussed being silenced in their classrooms as children because they could
not speak the language of instruction. Even when the national teachers would try to help
them understand, they would only give students alternative words in the national language. There were instances of the teachers being Uzbek, a similar language to Turkmen.
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Even in these cases, the interviewees expressed difficulty understanding the teachers. Additionally, there were many mentions of national teachers beating the students when they
did not know the correct answer, which led to the students being silenced for fear of being
beaten. Several other studies mention discrimination as a barrier in education (Kosonen,
Young and Malone 2007; Alidou, Boly, Brock-Utne, & Satina 2006; Benson 2009; Baker
2001).
The themes, No Guidance and No Encouragement, also appeared. Interviewees in
multiple instances explained that their teachers in the national schools did not help them
understand what they were learning and did not encourage them. If “encouragement”
was given, it was often in the form of public shaming where the national teacher would
remark sarcastically, “How good it is that your lines have gone off the page.” The current
literature corroborates these themes (Chatry-Komarek 2003).
Furthermore, themes like, None of them were Turkmen, No Materials in Turkmen,
and Not Our Mother Tongue also appeared. Most of the interviewees emphasized the lack
of Turkmen teachers in the national schools, and the fact that Dari was not their mothertongue. Dari also has two registers. The lower register is used on an everyday basis, but
the higher register is the language of instruction. This register change makes education
in the national language even more daunting for minority language speakers. The Dari
they learn on the street differs from the Dari used in educational settings. Additionally,
the Turkmen mtb-mle Preschool program teachers did not even understand the lower
register of Dari very well. This reality was demonstrated by the teachers having difficulty
understanding and using the activity book, which was the one teaching material written
in simple Dari. All other teaching materials are written in Turkmen. These three themes
corroborate the current literature emphasising the importance of education in the mothertongue (Alidou, Boly, Brock-Utne, & Satina 2006; Baker 2001; Benson 2009:70).
Finally, the theme, They Cannot Read, showed that minority language children who
attend school in the national language progress much more slowly in education. Repeatedly, the interviewees told of classmates in 11th or 12th grade who were unable to read.
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Some even mentioned students being unable to write their own names or recite the alphabet. Even interviewees who would claim to be literate in Dari admitted to not comprehending what they read in more complex subjects at school. Slow progress in education
is also mentioned in other studies (Alidou, Boly, Brock-Utne, & Satina 2006).

4.1.2 National School Methods
The themes discussed in the following section are displayed in Table 4 below.
Table 4. Themes Pertaining to National School Methods

The interviewees explained that the methods employed in the national school system
further exacerbate the barriers minority language speakers encounter in education. These
themes corroborate the current literature (Kosonen, Young and Malone 2007:13; USAID
2020; Shaeffer 2020:17). What became evident through the interviews was that national
school teachers emphasize intelligence but do not foster an environment of learning.
Intelligence in the national schools means being the fastest to recite and memorize, not
applying the information you have learned. This emphasis was revealed by the Rote
Memorization and Repetitive Writing themes, where students were told something three
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times and then were expected to have memorized it. As one interviewee articulated, if
more practice were needed, national teachers would tell the students to merely “write and
learn.”
The interviewees also emphasized that national teachers taught quickly and, often
students were left confused. Students who understood were expected to explain to those
who did not understand. These practices are mentioned in the current literature (Dubek
2012; Fisher and Frey 2008). Additionally, most interviewees explained that at the national schools, and some would argue in Dari, letters do not have sounds, only names.
Students were only taught to say the names of the letters and then memorize the word, not
segment it phonetically. This method is known as the Look-Say method or Whole-Word
approach (Al Ghanem and Kearns 2015:84).
As discussed in the previous section, all interviewees recalled being disciplined for
not grasping concepts soon enough or for making the teacher angry. This discipline regularly came in the form of a national teacher inflicting pain on the student, either through
hitting them or putting a pencil between the student's fingers and squeezing their hand.
Punishment also came in the form of public shaming. National teachers would call on
the students to answer questions after they taught a lesson quickly and then tell the students they were unintelligent for not having memorized the information. This treatment
produced great anxiety in the students, especially the minority language speakers. Some
interviewees recalled running away because of the shame. The theme of Limited Guiding
arose from these sorts of experiences.1 Interviewees did not feel that the national teachers
helped guide them through the educational process. A further sub-theme that arose from
Limited Guiding was We Couldn’t Write Our Names. The teachers relayed their slow
progress in school, even noting that some of their classmates could not write their names
in 9th grade. Slow progress in school is mentioned in other studies as well (Alidou, Boly,
Brock-Utne, & Satina 2006).
1
A few interviewees did mention that their national teachers helped them understand and tried to explain
concepts to them. Occasionally, the interviewees even said they had a few teachers who were kind. Often,
during the interview process, the teachers would initially make these remarks and then discuss the negative
experiences as the interviews continued. I often observed this saving-face mechanism in Afghanistan. It is
expected that those in authority should be honored by those under them. So it is not surprising that students
might initially relate good things about their teachers before describing difficult things as the conversation
progresses.
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Another theme that occurred was Limited Curriculum. Some interviewees told how
the national schools were always lacking sufficient materials for each student. They also
recalled that classes were overly full. One national teacher is expected to teach up to 40
students in a classroom. Furthermore, the interviewees often spoke of the use of Dari instead of Turkmen in the classrooms and how this was difficult for them as young Turkmen
children. The difficulty of learning in unfamiliar languages is mentioned in other studies
as well (Shaeffer 2020; Benson 2009).
The theme of Limited Accountability also arose and corroborates the current literature (Benson 2009). When students are educated in a place that is distant from their
home and in a language many of their parents do not speak, there is limited accountability.
There is no place in the national schools for Turkmen-speaking parents to visit and meet
the teachers. Turkmen parents tell their children to go to school, but national teachers do
not regularly communicate with the parents about issues such as their child's attendance.
National teachers are not from the villages where the schools are located and have no
relationship or responsibility in the community. According to the interviews, little or no
monitoring occurs in these classrooms, leaving the teachers with limited consequences or
repercussions from the community for their actions. Perhaps this is why the theme of Girls
Don’t Go also arose. Interviewees spoke of parents not wanting to send their daughters

to schools in distant villages. Limited accountability could contribute to parents' fears of
sending their daughters to school. Women and daughters are seen as vessels of honor and,
families want to guard and protect them.
The interviews revealed that the Turkmen communities regularly send their children
to the Mosque to be educated by the mullah so that the national school education can be
augmented by Mosque Education. The instructions are typically given in Turkmen, if

the mullah is Turkmen. However, the lessons themselves are Quranic lessons in Arabic.
All interviewees viewed these lessons positively and some said that the national school
teachers were impressed by what the students knew after studying with the mullah. The
interviewees said that the mullah taught them the Arabic alphabet, and that the goal of
the lessons was to help the students recite the Quran. This theme showed the importance
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of religion in the Turkmen communities and the importance of learning programs prior to
attending the national schools.

4.1.3 Barrier Solutions
The themes pertaining to perceived barrier solutions are displayed in Table 5 below.
These themes are discussed in the section below.
Table 5. Themes Pertaining to Barrier Solutions

The interviews also corroborate the barrier solutions found in the current literature
(Alidou, Boly, Brock-Utne, & Satina 2006; Kosonen, Young and Malone 2007). All interviewees spoke of the need for quality training. They spoke of the phonics method being
“difficult” and “different” but because they were given the time and practice to learn it,
they did. As previously noted, all training was conducted in Turkmen, which was a
positive element for the interviewees.2
Another theme relating to barrier solutions was In the Community. All interviewees
discussed the importance of the preschools being in their own villages. They relayed the
sense of responsibility they felt toward their students and the parents. They discussed how
2

From my experience at the training seminars, there would have been much less progress learning and
accepting the teaching methods if the seminar had been conducted in Dari. When an expatriate consultant
taught at the training seminar, her lessons needed to be translated from Dari to Turkmen because the teacher
candidates could not fully understand.
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this was not the case in their experience in the national schools. Their positivity toward
the mosque education centered around the fact that it was in their community from their
mullah, emphasizing the role that the community has in the success of a program. The

importance of community is mentioned in the current literature (Benson 2009).
As noted previously, current literature stressed the importance of education in the
mother tongue (Benson 2009); USAID 2020; Kosonen, Young and Malone 2007). This
importance was evident from the interviews as well. All interviewees discussed the difficulties they faced in the national schools because they could not speak the language
of instruction. They mentioned the fond memories they had of the few times national
teachers translated for them, and they discussed the mosque education and the fact that
the mullahs spoke Turkmen. They spoke of their ability to understand the curriculum
and the material in the mtb-mle preschools because it was in their mother tongue. One
interviewee stated,
And slowly we taught them [students] how to write in Turkmen. All of our
lesson plans are written in Turkmen. That benefit came to us. We write in Turkmen
and we also read it. This is such a great method, we have no difficulties. We have
no difficulty reading in Turkmen.

My study also provides an example of the importance of education in the mother tongue.
Communication in the office is in Turkmen, the trainings and preschools are conducted
in Turkmen, the books and primers are written in Turkmen, the communities where the
preschools are located are Turkmen. The preschool teachers, students, and village communities are encouraged and empowered by the reality that their language can be written,
read, and taught.
One outworking of empowerment is the theme of mtb-mle Preschools. All Turkmen preschool teachers felt the Turkmen mtb-mle Preschool project provided solutions
to many of the barriers they faced in the national school system. One respondent explained
this idea quite well,
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In our village, the preschool has such a good reputation. They say that the
lessons that are taught make the [children] honorable, unlike uneducated children. If there were two siblings, one who went to the preschool and one who
went to the school, they would become separated. The one who had studied at the
preschool would become more intelligent than the one who went to school, they
would learn more quickly and understand the lessons more quickly. Even though
they would be siblings, one would become more intelligent than the other because
of the preschool. They said it was good. It is given a good name. Our village is so
grateful and happy with you all.

All interviewees perceived that the preschool met community felt needs and provided
Turkmen children with the necessary skills to succeed in the national schools. This perception corroborates the current literature (Benson 2009). Additionally, an emphasis on
Learning Before Attending School was also prevalent. Respondents saw children attend-

ing learning programs before going to the national school in a positive light.
Remarkably, the interviewees also mentioned the importance of monitoring and the
appreciation they had for their supervisors. They favorably spoke of the office supervisors'
guidance and the new information they learned from the training seminar they attended
each year. As mentioned previously, all monitoring was done in Turkmen and supervisors
were able to understand the lessons conducted in Turkmen. Supervisors were able to
provide clearer feedback and encountered fewer communication barriers because they
themselves were Turkmen. This idea is reflected in other studies as well (USAID 2017).
The themes of Nurturing Classroom Environment and Well Developed Curriculum also arose. All interviewees discussed the fear they felt when attending the national

school. Then they articulated how that fear was lessened, if not completely removed, for
their students in the preschool environment. They shared their desire to see their students
learn and understand. Interviewees said they wished they had attended the preschools as
children. All interviewees also mentioned the importance of learning the sounds of the
letters and not just the names of the letters. They perceived this to be a key component to

the students' success in learning to read. Again, these two themes corroborate the current
literature (Kosonen, Young and Malone 2007:10; The World Bank 2021; NRP 2000).
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4.2 Attitudes and Perceptions of Education in Afghanistan
The current literature has defined some of the main challenges that minority language
teachers face in education. I discussed these in Section 2.3 "Specific Issues Pertinent to
Minority Language Teachers". These challenges are (1) teacher attitude toward their own
language and community and (2) teacher perceptions about educating students in the
students’ mother tongue. The interviewees discussed these issues and, surprisingly, many
of the challenges in these areas had been lessened. This change could be due to the
presence of the mtb-mle Turkmen Preschool office and the attitudes of the local and
expatriate staff regarding the Turkmen language.
The themes pertaining to attitudes and perceptions of education in Afghanistan discussed in the following two sections are displayed in Table 6 below.
Table 6. Themes Pertaining to Attitudes and Perceptions in Education

4.2.1 Teacher Attitude and Perception of Turkmen
The current literature states that minority language speakers might have a low view
of their language due to negative attitudes from language majority speakers and the lower
status of their language (Alidou, Boly, Brock-Utne, & Satina 2006; USAID 2020). In contrast, all the Turkmen preschool teachers expressed that education in Turkmen was much
easier than education in Dari, because it is their own language. One interviewee stated,
“The Turkmen language is much easier for us to understand and learn in.” Another said,
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“And we wanted to, because Turkmen is our language, we wanted to learn it too. For that
reason we tried so hard. And with your help, we learned this good method.”
In my experience, Turkmen will speak of their love of their language if they are given
a safe space. To be Turkmen is to speak Turkmen. Yet Turkmen experience a curious
mixture of pride and shame for their language. Among Turkmen, they express pride in
their language. Among Uzbek or Dari speakers, Turkmen often feel marginalized and
ashamed. As I discussed in Section 2.3.1 "Attitude toward Language and Community",
minority language speakers can share their love for their language and community openly
when given an environment where their language is valued. Other studies have observed
this as well (Middendorp 2016).
The perceptions of the Turkmen language that were observed from the interviews
include: (1) Turkmen is Different, (2) Turkmen is Difficult, (3) Turkmen is Our Language, and (4) Turkmen is Valuable. All interviewees discussed how Turkmen was

different from the national language and that students needed to learn in Turkmen. They
discussed how Turkmen is perceived as a difficult language - not for Turkmen themselves,
but for other language speakers. When I started learning Turkmen, the Turkmen community did not think it would be possible for me to learn. Even though Turkmen is perceived
to be difficult, it is also seen as their language, their mother tongue. All preschool teachers
communicated love for their language; it speaks to their hearts, making it valuable. This
view of the mother tongue has also been observed in similar environments (Middendorp
2016; Jones 2012).

4.2.2 Teacher Perceptions about Education in Turkmen
In addition to positive language attitudes, all preschool teachers also expressed a need
to learn in Turkmen. The community members also expressed the need for their children

to learn in Turkmen. One interviewee recalls,
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[Community members] say, “For our older children when they went to the
schools there were no lessons like these. But our younger children are able to go
to the preschool and learn these good lessons.”

Another respondent also described students' experience at the national school after attending the Turkmen preschool:
The students who have studied at the preschool for one year and go to the
school the second year say, “The first year was good!” The teachers at the school
are also happy and they say to the mothers and fathers, “The students already know
the lessons! It is so good that the students will not have difficulties when learning
the lessons.” And the teachers will say to us, “Thank you! You taught such good
lessons.” That is what they say.

The teachers and community members see the value of education in Turkmen for Turkmen children, especially their initial education experience. This concept corroborates the
current literature (Alidou, Boly, Brock-Utne, & Satina 2006; The World Bank 2021). One
preschool teacher recounts,
We did not understand the [national] teachers. Some of us had great difficulty.
Now we teach in our own language. “Why,” do you ask? We understand each other
because we speak the same language at the preschool.

For the preschool teachers, initial education in Turkmen is a necessary component if
students are to succeed in the national schools. One teacher responded,
Because now at the preschool they learn how to hold a pen and know how to
write a little, they know the letters. When they go to school, it is all right because
they know those things. But in the past it was difficult. There was no preschool.
Now they know how to hold a pen. It was difficult then.

All of the teachers directly correlated the success of the preschool students in the national
schools to the Turkmen mtb-mle preschools.
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The current literature discusses national teachers’ perception that children of minority languages have limited mental ability (USAID 2020). This misconception was observed
in two ways among the Turkmen. First, the interviewees spoke of the mistreatment and
shaming that happened to them in the national school system. This ill treatment is primarily a result of students not understanding what the teacher is saying. One interviewee
recalled, “If they [the students] didn't learn, they [the national teachers] would say, ‘Why
didn't you learn? You are blind of mind. Why don't you learn like this smart student?’”
Another interviewee recollected, “Behind our backs they would call us ‘blind brains.’ If
we sat there not knowing the answers we would get called ‘blind brains’”.
The second way I observed the misconception of Turkmen intelligence was during
a situation I experienced in the office the first year of the preschools. The teachers at
preschool (C) were implementing the methods taught at the seminar. The teachers at
locations (A and B) insisted on implementing sight-reading techniques. The supervisors
regularly visited all three locations. At the beginning of the year, the supervisors conjectured that the students in the remote location (C) had more limited mental capacity
because they perceived the students to be learning more slowly. However, as the school
year progressed, the students at location (C) excelled while the students in locations (A
and B) struggled. Although students in (A and B) had excelled in memorization, they could
not read. In contrast, the students at location (C) could sound out words and began to read
independently. This experience led the office staff and the preschool teachers to value the
phonics method and broke down the stigma that Turkmen children in the remote villages
have limited mental capacity. The preschool teachers and staff began to believe that the
Turkmen children were just as intelligent and capable as the Uzbek and Dari speaking
children when given the opportunity to learn in their own language. A visitor to one of
the preschools exclaimed, “The children are all so intelligent!”

4.3 Core Components of Teaching Reading
In this section I will discuss the core components of teaching reading as described by
the respondents. These are displayed in Table 7 below.
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Table 7. Themes Pertaining to Teacher Perceptions of Core Methods for Teaching
Reading

The interviews discussed the core components of teaching reading and what the teachers perceived as important aspects of the curriculum. While most of their perceptions
aligned with the core components of teaching reading, the interviewees placed different levels of importance on some of these components. The preschool teachers agreed
with the concepts of Phonetic Awareness and the Alphabetic Principle. During the
interviews, the teachers would repeat the steps to our systematic approach to learning:
“Separate the letters, sound them out individually, sound them out in syllables, sound
out the whole word.” They all emphasized the importance of following the systematic
schedule and writing out their daily teaching plans. Respondents saw the importance of
the students needing varied activities throughout the mornings so that they could focus
during the reading lesson. Respondents spoke of the students needing to understand and
comprehend what they were learning. They also stated the importance of taking time

to help students who fell behind. Most interviewees agreed that students learn slowly
but steadily throughout the year and that lessons needed to be taught slowly so students
could comprehend them. They again mentioned the importance of Turkmen, which has
been a regularly occurring theme. These ideas corroborate current literature (NRP 2000;
Fisher and Frey 2008).
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While the Turkmen preschool teachers agreed with the core components of teaching
reading in the current literature, they also saw other valuable aspects of teaching reading.
They spoke of the importance for literacy to be taught in their sociocultural context.
They placed value on the children approaching education with cleanliness because it is
highly valued in their religious worldview. They taught the students to approach learning
with clean hands, clothes, and faces. They taught them how to greet elders and how to
write their names. They taught them not to play in the dirt and garbage on the streets. The
preschool teachers and community members viewed these as core components of teaching
children to read. The importance of literacy and its sociocultural context corroborates
current studies (Baker 2001).
Additionally, all interviewees perceived other core components of teaching reading
to be learning numbers and learning to write. Learning simple math was a part of
their definition of “being literate.” A preschool teacher gave the example of “shepherds
being able to count their sheep” as what it means to be “literate.” Another interviewee
mentioned that illiterate women in the villages know how to count but are unable to
recognize numbers when they are written. In response to the question, “What benefit will
being literate have for a farmer?”, a respondent replied, “If the farmer knows how to do
math, he will know how many sers [measurement] to put into a buji [large bag]. And
when he goes to sell the wheat, the man is able to count, himself.”
Along with learning numbers and math, all interviewees stressed the importance of
teaching writing as a component of a complete reading curriculum. One respondent explained,
When we teach the duya lesson, we start with the /d/ sound and proceed with
the vowel. It is after studying the sounds of the letters that they are able to read
and write.

The preschool teachers spoke of their experience in school where the teachers had made
them “write to learn.” They spoke of filling notebooks with written words in an attempt to
memorize them. Respondents repeatedly mentioned the importance of children learning
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to write as a means of learning to read. The practice of “writing to read” continued in the
preschools when the teachers would have students repeatedly write letters and syllables
to help them memorize.3 For the interviewees, their education was incomplete without
writing. This sentiment is revealed in the following comment.
True, but children learn how to write as well at school. When they finish with
the mullah, they only know how to read, but not write. But they learn how to write
at [the national] school.

For respondents, learning to segment words to write them was just as important as sounding words out for reading. One teacher said,
When the students go to the school and have learned how to sound out words in
the Turkmen language, it will help them a lot. They also learn how to write as well,
they are capable of learning it. And after they go to school they will understand.
It will become easier for them.

According to the Turkmen preschool teachers, core components of teaching reading includes learning simple math and writing.
Lastly, interviewees mentioned the importance of the vowel lessons, which are a
key component of the Turkmen preschool curriculum. The vowel lessons are a systematic
approach to teaching the vowels before teaching the consonants. This approach accomplishes two things. First, it makes the initial development process of the lessons simpler.
Words can be formed more easily in the early primer lessons. This is because the primer
uses a frequency-based letter introduction strategy. Combining frequently occurring consonants with the vowels produces many more words than would be the case if the vowels
were included only based on their frequency. Second, students begin reading in the first
primer lesson (NRP 2000; Baker, et al. 2018).
3

This is not a completely ungrounded concept. Share and Levin (1999) discuss the lasting effects writing
can have on mastery of oral morphology and spelling. They state, “Writing level is also related to concurrent
levels of linguistic and literacy-related skills, and contributes to later formal learning of reading and spelling,
as well as to linguistic development in school.” They made this statement with semitic languages in mind.
Turkmen is not a semitic language. However, it uses an Arabic-script orthography, suggesting that Share and
Levin’s findings would very likely be transferable.
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The vowel lessons begin with a series of pictures where teachers ask students to listen
for certain sounds as they say aloud what the picture is. The next day, the teachers have
the students listen for specific sounds and differences in minimal pairs. The third day,
the students are shown the letter and its three forms in the Turkmen script.4 Next, the
students are asked to find the pictures where they hear the sounds in focus. This procedure
is followed for all 11 vowels in the Turkmen language. In the preschools, the vowel lessons
are the first lessons taught regarding literacy. At the teacher training seminar, the teachers
are initially taught these vowel lessons, followed by the transfer primer. These vowel
lessons are the first interaction teacher candidates and students have with the phonics
method and reading the Turkmen language.
Interestingly, interviewees mentioned that these vowel lessons teach students that
words are made up of sounds. The choice to teach the vowel lessons first was initially made
to ease the development of the primer lessons. Nevertheless, according to the preschool
teachers, the vowel lessons became a crucial component of their understanding that words
are made up of sounds (phonological awareness). Recognizing the importance of phonological awareness helped the teachers understand the difference between the national
school system's sight-reading method and the preschool's phonics-based method. One interviewee stated, “The vowels help to bring meaning to the words. The vowels are very
important. If we wouldn't have had the vowels, the students would find it much more
difficult.” And another said,
Because of the vowels, we can read in Turkmen much better. Before we knew
those, we had a lot more difficulty, because we didn’t know the sounds of the
letters. We also didn’t know how to sound out words in Dari or Uzbek. We read
with difficulty. We learned the sounds and vowels in Turkmen and now we can
read Turkmen well from the sounds [of the letters].

The preschool teachers vocalized that the vowel lessons were a key factor in their own
success in Turkmen literacy as well as the success of the students.
4

The Turkmen orthography is based on Arabic script which has three forms (shapes) of letters: beginning,
middle and end.
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The findings in this section corroborate the current literature on how evidence-based
methods can be implemented among the Turkmen communities in Afghanistan such that
supervisors, teachers, and the community participate fully. The themes that arose from
the interviews with the preschool teachers revealed that: (1) they faced similar barriers
in education to other parts of the world, (2) they perceived similar solutions to these
barriers, (3) they desired to learn in their mother tongue and, when given the space, to
value their language, and (4) they saw the importance of evidence-based methods for
teaching reading.

4.4 Community Ownership
In the following sections, I discuss the themes of Community Ownership, Learning is
a Partnership, Method Matters, Provision of Perceived Needs, Visible Success Matters, and
Cultural View of Literacy. Table 8 displays the findings of these sections.
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Table 8. Themes Pertaining to Community Ownership, Learning is a Partnership, Method
Matters, Provision of Perceived Needs, Visible Success Matters, and Cultural View of
Literacy.

While the current literature emphasizes the need for mtb-mle projects to be carried
out within the language community, I found scarce research defining the boundaries of a
“language community.” More importantly, though, the teachers themselves define community ownership primarily at the village level. One theme that arose from the interviews
with the Turkmen preschool teachers was the need for Community Ownership. All respondents defined their “community” as the preexisting sociocultural ecosystem of their
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village. Their perception indicated that teachers, students, and the preschool location
exist within the village sociocultural ecosystem.
All respondents emphasized a need for the teachers to be from the same village
location as the preschool. One teacher explained,
Here is an example, we learned one thing [the teaching method], and we were
able to teach that thing to our village. We were able to teach the children. They
came and learned that thing from us. This was the benefit to our village. The
children of the people in our village, those are the children that we teach.

The teachers had substantial ownership in the mtb-mle program because they were teaching their neighbors and family members. In addition, because no one else in the community could teach the lessons they had learned at the seminar, the teachers felt a strong
sense of responsibility to help their students learn. One respondent best explained this
sense of ownership.
And the lessons are also valuable to us, we like to give good lessons. Why?
Because the preschools lessons are valuable to us, because there isn’t another person who can come and give the lessons. There are one or two teachers, and those
teachers need to make sure that they try to teach the [preschool] lessons with the
method we were taught at the seminar.

Similarly, the interviewees also saw the importance of the location. Most interviewees mentioned the distance of the national school from the village. They attributed
parents refusing to send their daughters to this distance. In their opinion, the solution was
to have the preschool placed within the village sociocultural ecosystem boundaries. One
teacher said,
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If a child does not come to the preschool, we go and talk to the mother and we
talk to them about the preschool and help them understand...We have twenty-three
students enrolled, but now we see most of those students each day. Because of the
mothers’ encouragement, the children come to school. They tell them, “Go to the
preschool.”

Because the preschools are within the village sociocultural ecosystem, the teachers can
leverage relationships with mothers to mitigate issues like absenteeism. These sorts of
possibilities encourage community ownership. Another teacher responded,
The village benefits as well. Now, in our preschool’s village we are teaching
the children. That is a large benefit to the village.

And another stated,
Our village says that when the preschool came everything became much better.
The preschools used to be far away or were in Dari rather than Turkmen. And they
say that they were afraid to send their children out of the village. The road is
dangerous. But they say, “If we have a preschool in our own village with our own
daughters as teachers we will be very happy. Lots of them will attend.” They say
that this is our language in our own village and there is nothing to be afraid of.
That is what they say.

These comments demonstrate that the teachers viewed the preschool within the village as
a large benefit to the village sociocultural ecosystem.
In addition to location, another sub-theme that arose from Community Ownership
was Time of Day Matters. Respondents spoke of mothers not sending their daughters
to school in the afternoons because it was in the heat of the day. There is a cultural
perception in Afghanistan that if someone walks long distances in the heat, they will
become sick. Mothers did not want their daughters to walk long distances in the heat
of the day. The time of the Turkmen mtb-mle preschools was set by the teachers in the
village sociocultural ecosystem. Because they were from the village and had a vested
interest in the wellbeing of the students, they chose the time of day when most students
would attend. Throughout the year, they would change the time of the preschool to
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prevent the children from being exposed to the heat. Having the preschools in the village
also lessened the distance the children had to travel to attend.
All interviewees also spoke of the sense of responsibility they felt to their community.
One teacher explained,
If our students learn, we are happy. We are honored by our students learning.
If our students don’t learn, we will think, “We are getting paid and our students
are not learning.” This is not right. Our consciences will not agree. We will say,
“Our students did not learn, how can we have honor?”

Honor and shame are important aspects of the Turkmen society. When the preschool is located within a village's sociocultural ecosystem, the honor-shame pressures hold teachers,
students, and community members in check. Each is responsible to one another. Neglecting these responsibilities brings shame upon those refusing to fulfill their responsibilities
to the community. But when these responsibilities are fulfilled, the responsible parties
receive honor. Another responded expressed the sentiment this way,
We can teach the children something and they know something. Our hearts
are made happy. And their mothers and fathers say that it is a blessing that teachers
have been found. They say, “You are teaching such good things to the children.”
And from both of these directions we are happy, from both ways.

The students and the community members honor the teachers for their good work. I propose that if the teachers were paid and the students did not learn, the teachers would be
shamed by the community. I discuss the culturally perceived responsibilities of community members, students, teachers, and the mtb-mle office in Section 4.10 "Perception of
Educational Responsibilities."

4.5 Learning is a Partnership
In addition to community ownership, the theme of Learning is a Partnership was
also prevalent. While the current literature discusses the need for learning to be a partnership, I found few sources regarding how this idea should be carried out among the peo82

ple of Afghanistan, specifically the Turkmen people. Afghanistan is a high-status, highdistance culture, and the people are very communal. It appears both of these concepts
must be accounted for if an mtb-mle project is to be implemented successfully.
One aspect of partnership was the actual structure of the preschools. Each preschool
has two teachers in one classroom. At first, the teachers questioned this, but as the school
year progressed, they began to see the necessity of it. The interviewees spoke of their
partnership in the classroom: preparing lessons, teaching the lessons, and keeping order

in the classroom.
Teachers also viewed learning as a partnership between themselves and the
students. One teacher remarked,
Typically, the ones who understand are the ones who are watched over and
helped. For example, if a student doesn’t understand we try to help that student and
bring them along. From their seat, we ask them and the children who understood
the lesson stand up and answer the questions. But the children who don’t answer
the questions or stand up, we go over to them and work with them individually on
the lesson. We ask lots of questions and the children learn. And then those children
[who were weaker] are able to be with the children who learned more quickly.

This example suggests that the preschool teachers saw learning as a partnership between
the students and the teachers. The interviewees also described that they experienced this
partnership at the training seminar. One stated,
You all tried very hard. From your hands, we have understood. You wanted
to try very hard to help us understand. And we also tried very hard ourselves and
we learned.

One possible element motivating the concept of partnership comes from the patron/client
system (Timor 2011:1115). Patrons provide services and protection to their clients in
return for allegiance and honor. The teachers see themselves as the students’ patrons.
Reciprocity and looped communication play a part in this social system. Students can
petition the teacher when they make a mistake. When the teachers acknowledge this
petition and act upon it, the students are invited into a relationship of reciprocity and
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learning. The same is true of the teachers' relationship with office staff. One interviewee
stated,
And if we found a problem [in the curriculum] and we said, “This is a problem,
or this meaning is wrong,” and we told it to [the supervisor] who would say “Oh
yes! You are right!” And for that reason, it was possible. And because of that we
did not have any difficulties. The difficulties that we had, we would talk about and
process. And they [you] would say, “Yes, you are correct, it shouldn’t be like that,
you are right.” You all did well.

All of the interviewees agreed that learning is a partnership between themselves as
teachers, the students, the supervisors, the community, and the mtb-mle office. I

propose that this aspect of partnership contributes significantly to the success of a program.

4.6 Method Matters
While the interview responses agreed with the current literature regarding the core
components of teaching reading, I did not find specific information regarding how to
change teacher perceptions and understanding of effective literacy instruction. Surprisingly, the preschool teachers spoke of their acceptance of this new method and its benefits. A few factors that contributed to this acceptance arose from the interviews.
The most prominent factor regarding this acceptance is the use of Turkmen for all
the lessons, trainings, and classroom activities. All of the interviewees mentioned the
importance of Turkmen. One respondent explained,
What is important to us is that we understand and can learn. Let us learn that.
We could know 12 different methods and they wouldn’t have any benefit. If it is a
good way and we follow it and we will know that it is good and have good results.
They [students] learn well and will understand well.

While the respondent praised the method, her point is that the students learn well because
the lessons are in Turkmen. Another interviewee confirmed this idea,
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What will be the method? We didn’t know anything. We didn’t know that you
could learn to read in Turkmen like Dari until you all told us the method and way
and taught us.

The assumption is that because the method was taught to the teachers in Turkmen, they
accepted it as part of their cultural heritage. Perhaps this method inspired pride in their
language because it was taught in their language. While the local Dari schools taught with
a sight-reading approach, the Turkmen preschools taught the sounds of the letters.
Additionally, rote memorization was not completely removed. When I monitored
the preschools, I noticed that rote memorization techniques were used to teach the sounds
of the letters and the syllables. Preschool teachers pointed to the letters and the students
were expected to repeat the sounds of those letters. When teachers worked through the
lesson section regarding syllables, they pointed to a syllable and students were expected
to say it. If students could not say it, the teacher assisted them in sounding out the letters
in the syllable. I observed that teachers had re-purposed word-level rote memorization
techniques used in the national school to assist students in memorizing the sounds and
syllables of words. Rote memorization is still present in the classroom, but it functions at
the letter and syllable levels.
One respondent articulated her perception of the method quite well.
In the preschools, in my opinion, when we came to the primer and they [students] did not know the letter because they had not learned it yet, we would then
write it separately very slowly. And then we would write two letters and put those
together. And then we would put those letters together and then they would be
able to read the word. We would practice the letters one at a time. Then by the
word’s syllables, then the whole word. From that method, the students learned
very quickly. They learned the sounds very quickly. When we started the preprimer, the students learned just the sounds. And when they started the primer,
they did not know the words, but then they were able to learn how to read the
words. In the end, we would help them with the letters one at a time and then the
syllables, but then they were able to read the word at the end. We did not tell it to
them, they were able to read it.
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Why is this case? Because in the pre-primer they learned the sounds, and then in
the primer they learned words. In that way they learned.

These examples demonstrate that, when instructing Turkmen teachers, it is best to find
connections between the instructional methods they are familiar with and the new methods they are learning. Making these connections may increase the chance of acceptance
and implementation.

4.7 Provision of Perceived Needs
Along with how to introduce new methods, the theme of Providing for Perceived
Needs also arose. While the importance of community involvement and raising awareness

of mtb-mle was well-defined in the literature, I struggled to find research about providing for a communities’ perceived needs in education. Additionally, many articles have
been written concerning the involvement of community stakeholders, yet I found little
written on discerning the perceived needs among Turkmen communities. The interviews
I conducted provided information about culturally perceived needs among the Turkmen.
These needs pertained to physical needs as well as perceived education needs.
One culturally perceived need was that Turkmen children struggle in school. One
respondent said, “Because Turkmen have difficulty in the school, they would send their
children first to the madrasa.” The parents in the Turkmen communities perceived that
their children struggle in school. A community-recognized way to combat this was to send
them to the madrasa or class with the mullah for lessons before they attended the national
school. This method did see some success, according to the teachers. One said, “Yes,
the school was like that as well. The teacher would say about students who knew the
information, ‘You went to the mullah; that is how you know the information.’” However,
attending Quranic lessons at the mosque before starting at the national school, did not
fully meet the perceived needs. One interviewee said, “But the one that just goes to
the mullah will only be able to solve their own problems. They will not be able to help
solve other peoples' problems.” She expressed that the education children receive at the
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mosque is incomplete. Interestingly, the preschool teachers felt that the Turkmen mtbmle preschool met the entire perceived needs regarding the difficulty Turkmen children

face:
If a child goes to school and only Dari is spoken there, and they haven’t studied
with the mullah at the madrasa or attended one of the preschools, it will be with
extreme difficulty that the child will understand [the lessons].

The respondent felt that the preschools helped to lessen the difficulty Turkmen children
face when attending the national schools. This quote, in conjunction with the previous
quote, reveals the perception that the Turkmen preschools lessen this difficulty even more
so than the lessons children received from the mullah.
Respondents also spoke of perceived physical/material needs in the classroom setting.
One explained,
And we are very happy with you all that you give us all we need for the
preschools. At the school, there is often not enough for every student. There are
books and notebooks but there are not enough for each student. You are such great
people, you provide all that we need [for the preschools].

The interviewees felt that the Turkmen mtb-mle office provided for the perceived
needs of the preschools. Some items they requested during the school year included

books, notebooks, coloring pages, colored pencils, pencils, erasers, snacks, markers for
the board, toys, covering for the floors, fans, heating, glass in windows, and places for the
children to sit on the floor.
Providing for these perceived needs assisted the teachers and mtb-mle office in fulfilling their culturally perceived responsibilities (see Section 4.10 "Perception of Educational
Responsibilities"). One interviewee concluded, “That is because everything that we need
is given when we need it, not like the school. At the school the supplies are very meager.”
The preschool teachers were given the opportunity to request what they needed from the
office. This allowed them to participate in the preschools' implementation and gave them
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the opportunity to fulfill their culturally perceived responsibilities as teachers and the office to fulfill its culturally perceived responsibilities. The needs the teachers presented to
the office were considered and provided, within reason. The provision of these perceived
material needs fostered goodwill with the teachers, community, and students. As a result,
the teachers sought to fully participate in the mtb-mle preschools in an attempt to honor
the amount of effort the mtb-mle office was expending. One interviewee summarizes this
concept,
If we tell them [the students] in the beginning, we are giving these lessons for
you. You need to learn something because we have come here to teach you. You
also should not waste the time that you have spent coming here. The office has
also printed off books for you and given them to you and used resources for you.
If we are able to tell that to the students, they will understand. But if we don’t say
these things, they won’t understand, because they won’t know where the books
have come from and that the office has expended a lot of resources. “So you need
to learn.” If we say these things, I think that they will listen. Because we have
expended lots of resources, the teachers have gone to a lot of trouble.

4.8 Visible Success Matters
In addition to providing for perceived needs, another theme was the visible success of
the students throughout the school year in the eyes of the teachers and local community.

The current literature discusses success as the outworking of evidence-based methods.
However, I did not find literature stating the importance of visible success throughout
the school year in terms of encouraging the participation of teachers, supervisors, and the
community in the implementation of mtb-mle programs.
Visible success was difficult to see the first year the Turkmen preschools were implemented. Preschool teachers in two locations struggled to see the importance of the
evidence-based methods. As I discussed in Section 4.2.2 "Teacher Perceptions about Education in Turkmen," the more remote village teachers were the first to accept the new
methods because they first experienced its effectiveness in their own lives. When they
learned to read at the seminar with the phonics method, they decided that the method
was worth implementing in the preschools. As time went on, these teachers encouraged
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the other teachers to fully implement the method, citing their own success and the success
of their students. One of these teachers explains,
We were told to come to the seminar, and the first day we learned one letter
and second day we knew two letters, and that is how we learned. Thank God, we
now know [reading and writing in] Turkmen. And because we learned that way,
we teach the children the same way. And they also can learn.

Interviewees also discussed the importance of the previous year teachers and their guidance,
They [previous year teachers] told us to do this and that, yes. They helped
teach us. They said, “Teach this at this place in the lesson.” They encouraged us to
accept the method and teach like we were being told to. They told us those things.

In this way, the previous year teachers passed on the lessons and experience they had to
the new teacher candidates. The visible success the teachers experienced in themselves
and their students encouraged them to implement the teaching methods to the fullest
extent.
Additionally, the success of the students encouraged the teachers to implement the
new methods. Interviewees repeatedly spoke of the their students’ successes. One woman
summarized the student learning experience,
When the preschools started, our students did not know how to hold a pen.
They learned how to hold a pen. They learned their ages. They learned their
father’s names. They became friends with the other students. They learned how to
hold a pen. They learned their right and left hands - which hand they should use
when they eat. They learned which hand is right and left. They learned all of the
vowels. In Turkmen, there are quite a few vowels. They learned those vowels and
slowly from this they learned how to read and write. From the beginning to the
end, this is what the students learned.

The necessity of visible success is seen in the final sentence, “From the beginning to the
end.” The preschool teachers saw the students meet milestone after milestone of things
they perceived to be “successful.”
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Furthermore, the interviewees told numerous stories of mothers and fathers from the
community telling them of the successes they saw in their children. Some of these

perceived successes were: (1) children pointing out letters on street signs, (2) children enjoying the national school after they attended the preschool, (3) children trying to sound
out words, (4) children wanting to approach learning with cleanliness, (5) children pointing to letters they know, and (6) children being able to write their names and identify
themselves by their fathers' names.
It seems that a desire to implement the new evidence-based methods to the fullest
extent was due in part to the visible success the preschool teachers, community members,
and students experienced.

4.9 Cultural View of Literacy
While visible success was an important theme in the Turkmen mtb-mle preschool program, another equally important theme was meeting cultural expectations of success.
Successful mtb-mle programs are well defined in the literature, but success is typically
defined according to western standards. I found no articles defining Turkmen cultural
perceptions of success in education. The interviews from this study provided insight into
defining literacy from a Turkmen perspective.
All interviewees agreed that a crucial part of success in literacy is the act of reading.
One preschool teacher explained,
And if a person is literate, there is a large difference. A person that cannot see,
what will happen to them? If they cannot see, everything is black. But, if their
eyes are opened, they can see colors. This is the difference between illiterate and
literate people. If the way is dark, where should they go?

All interviewees felt that the Turkmen definition of literacy included being able to read
what is written. However, one fascinating reason for this is not explained in the literature.
Most, if not all, Turkmen people would identify as Muslims. As discussed earlier, all
respondents recalled studying with the mullah as a child before attending the national
school. It appears that in their ideology, to be Turkmen is to be Muslim. One of the
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paramount factors in being a good Muslim is learning to recite the Holy Quran. The
mullah would teach the children from a Quranic-based primer and lead them through the

entire Quran. One respondent recalled,
Before studying the Quran, there is another book called the Eptiyek. He [the
mullah] taught the concepts from this book asten, usten, zer, zabar [diacritics] in
Turkmen. The Quran is taught in Arabic. But he taught the Eptiyek in Turkmen.

Another explains,
Putting the letters together, aleph with lam or mim with dal, we learned these
from the mullah as we read words with him. It is for this reason that we learned
more from the mullah than from the school.

I conjecture that for Turkmen people, being literate is a step toward being a good
Muslim. This supposition is further supported by other elements regarding a cultural

definition of literacy discussed below.
Another cultural view of literacy mentioned by all interviewees was the importance of
teaching the children to approach learning with religious cleanliness. One respondent
described the success of the preschools with this statement,
Last year was the same thing. Having cleaned themselves, they [the students]
would come. They would wash their faces and comb their hair. Even the boys
would clip their nails. That is why the moms were happy with us, and with you.

And another teacher explained the importance of learning these behaviors,
There is a lot of benefits [from the preschools]. There is the benefit of learning
not to cry, what to wear, and how to eat. Because we tell the students how to come
[to the preschool]. “Don’t eat more than you need to. Don’t get your hands and
face dirty on the way to preschool. Wear clean clothes.”
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Whether you are illiterate or literate, you need to learn these things. There are
many benefits that our students learn.

Even the illiterate members of the Turkmen community saw the benefit to the children
learning cleanliness. All respondents remarked that students approaching learning with
cleanliness were one of the preschools' greatest successes. This sentiment was shared by
community members as well. One respondent told the story of a mother with four sons,
one of whom attended the preschool. When this son learned how to approach learning
with cleanliness, his brothers began to follow. The mother remarked,
You all have taught my son to be clean and washed, and now from him, my
other sons have learned to be clean and washed.

The same respondent also described what these cleanliness practices included,
Some of the children used to walk around very dirty. They would get dirty all
the time. When we would teach, we would instruct the students that when they
wake up in the morning, they need to wash their faces with soap. Don’t get your
hands dirty. Don’t play with dirt on the street, and your hands should not be broken
open or cracked. Every morning when the students came to school, we would ask
them to show us their hands. Then all of the children, from the morning to the
evening, that attended the preschool, would say to their mothers, “Put Vaseline on
my hands in the evening so that the cracked skin will be healed because I have
to show my teacher in the morning.” So in the evenings, they would sleep with
Vaseline on their hands, and in the mornings, they would wash their faces with
soap. And all of them would come to the preschool clean.

From these remarks, approaching learning with cleanliness is a crucial part of the cultural definition of literacy among the Turkmen. This value coincides with the Muslim
practice of ritual washings. Muslims are to ritually wash before practicing namaz (ritual
prayers) and entering the mosque to pray. Worship necessitates cleanliness. In many
ways, children begin their journey toward becoming “clean” members of society with the
mosque reading lessons. The children go to the mosque not only to read the Holy Quran,
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but to learn how to read it. A Turkmen cannot approach learning without being ritually
clean.
Another part of their cultural definition of literacy appears to be learning to write.
The importance of this was discussed in Section 4.1.3 "Barrier Solutions." All interviewees
agreed that learning to write was just as important as learning to read. In their minds, the
definition of being literate included learning to read and write. Additionally, respondents
felt that being literate also includes the ability to hold a pen, write one’s name, and
identify yourself by your father’s name. These things reinforced their position in their

village sociocultural ecosystem.
I suggest that a cultural definition of literacy is needed for stakeholders to fully participate in a Turkmen literacy program. According to the interviews I conducted, this
definition might include: (1) learning to read, (2) approaching learning with cleanliness,
(3) learning to write, (4) learning to write your name, and (5) learning to identify yourself
by your father's name. All of these categories could be enriched by the possible cultural
value that “learning how to read is is part of learning how to be a good Muslim.” To be
a good Muslim is to be a good Turkmen. If an mtb-mle program applies these elements
to the curriculum development process, it is probable that the community will value and
embrace the program since it meets their cultural standards for success in literacy.

4.10 Perception of Educational Responsibilities
In addition to a cultural definition of literacy, interviewees also discussed the cultural perception of responsibilities placed on the various parties involved in education.
These responsibilities play a role in the implementation of evidence-based literacy methods among the Turkmen. Through the interviews it became clear that there are expectations and responsibilities placed on community members, teachers, students, and the
mtb-mle office. The findings from this section are displayed in Table 9 below.
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Table 9. Themes Pertaining to Perception of Educational Responsibilities

4.10.1 Community Responsibilities
All the interviewees commented on the importance of the community's presence in
their children's education. One preschool teacher said, “They [the children] need to be
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sent to the mullah and to the school. If the mothers and the fathers don't encourage their
children, who will?” Another said, “Their mothers were the ones who told them they
needed to try to learn something at the preschool.” The community is seen as a responsible
stakeholder in the children's education among the Turkmen.
The responsibilities of the community appear to be: (1) encouraging students to
attend the preschool, (2) honoring teachers for the success of their students, and

(3) mitigating disputes regarding the preschools. When these responsibilities are not
fulfilled, the preschools and methods cannot be implemented to the fullest extent. One
example of this was observed in the most distant preschool location. The teachers, students, and office had fulfilled their culturally perceived responsibilities. Nevertheless, the
women in the community would not send their children to the preschools because they
were jealous that the teachers received a salary where they received no tangible benefit.
For three years, the mtb-mle office staff called the teachers and spoke to the community leaders regarding the students' attendance. Yet the mothers still refused to send the
children. During the interviews, these teachers discussed the jealousy the mothers felt. I
spoke with the office manager about how to reduce jealousy in the community. He discussed this matter with his mother and wife, and they both offered the possible solution
that the salary of the teachers would be reduced to cover a small compensation the students would receive for their attendance.5 The teachers agreed to this solution.6 I posit
that the teachers agreed to this solution because they observed that the jealousy was negatively impacting the village's sociocultural ecosystem. A solution where the sociocultural
ecosystem was strengthened was of greater value to them than a higher salary. The fourth
year of the preschools will show if this is a viable solution or not.
In addition to sending students to the preschool, the community is also responsible to
honor the teachers' work, regardless of negative feelings they might have had.7 All inter5

Paying students for their attendance is not a foreign concept in Afghanistan. When a seminar or training
is given, students are expected to receive a stipend for the time they spent at the seminar. However, students
in the national schools do not receive a stipend for attendance.
6
The salary amount that the teachers received was less of an “individual” salary and more of “community
stipend.” The budgeted amount could be given to the two teachers or to the teachers and the students. The
more the money was spread among more people, the happier the community was. The alloted amount for the
salaries did not change, it was simply distributed differently.
7
In Afghanistan, clients are expected to honor the patrons, whether or not they like them or agree with the
decisions they are making. This is a foreign concept for the West. The community was the “client” because
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viewees, even those from the remotest village, recalled being honored by the community
for the students' success. One respondent said,
And they [the preschools] will continue in this good way. For that reason our
village, all of the homes, are happy. They say to us, “You do a work filled with
merit to teach lessons to children.” For that reason, they tell us when we see you
[the researcher] to tell you that, “We are very grateful for you all.”

Another recalled,
When the moms see that their children are learning, they say, “You have given
our children wisdom and intellect. May God give you blessing.”

Moreover, one preschool teacher admitted that some of their motivation for teaching in the
preschools was merit, “Our motivation is merit as well as the salary.” Another explained
Yes, when we teach, their moms become happy. They say, “Our children have
learned how to become clean. They are learning to read.” They are happy to bring
their kids to the school every day. The students desire to go. Right now, we have
20 students registered at our preschool. But most days 25 students show up. So it
is because of this that we receive merit as well as a livelihood.

Merit is a crucial aspect of being a good Muslim. Merit is what outweighs sins committed
in a Muslim's life and allows entrance into paradise. Through the community's affirmation,
the teachers receive merit and become better Muslims and better Turkmen.
In addition to honoring the teachers, the community also honored the mtb-mle office.
One interviewee stated, “Everyone is very grateful. All of them say that they hope you
[expatriate staff] all will find blessing - the women, the men. They are so grateful to you
that their children can write their names.”
Finally, the community is responsible for mitigating disputes regarding the preschool.
In my experience with the Turkmen mtb-mle Preschool project, the community played
they were receiving a service and the teachers were the “patrons” because they were providing a service.
Regardless of negative feelings pertaining to salary distribution, the community was responsible to verbally
honor the work of the teachers when they saw the success of the students in the preschools.
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a prominent role in mitigating disputes that arose. One example was when the community leaders chose to change a preschool location within the village because a dog on the
street was preventing children from attending. Another example was when a family from
the village became angry and were shamed (for reasons outside of the preschool). They
threatened the mtb-mle office supervisor and said the mtb-mle office did not have permission to reopen the preschool. The community discussed this issue among themselves
and resolved it, allowing the preschools to continue in those locations.
The interviewees communicated that the community's perceived cultural responsibilities in education are to (1) encourage the students to attend the preschools, (2) honor the
teachers for the success of their students, and (3) mitigate disputes.

4.10.2 MTB-MLE Office and Supervisor Responsibilities
According to the interviews, while the community is responsible for sending the children, honoring the teachers, and mitigating disputes, the mtb-mle office also had specific
responsibilities. First, the Turkmen community expected the office to guide the teachers.
One interviewee stated, “If you wouldn't have come, we wouldn't have been able [to do
the preschools]. We didn't know how to read or write in Turkmen.” Another explained,
Yes, they [the supervisors] did [guide the teachers]. If we forgot something
or got behind in something, they would tell us. For example, in the method, when
the children are supposed to raise their hands if they hear the sound in the word
the teacher has told them about. One time we didn’t know how to do this, and we
didn’t have the kids raise their hands; we just told them. And at that time, they
[the supervisors] corrected us and told us that we needed to stand at the front and
tell the students the word and have them listen. Then they showed us one time
how it was to be done, and then we learned how to do it. Yes, they guided and
corrected us.

Another perceived office responsibility was to hire and pay the teachers and staff .
One respondent said, “It is very difficult to find a job, so there is a benefit to us as well.
We are able to find money [income].” Similarly, the office is expected to provide for the
needs of the preschool. An interviewee stated, “That is because everything that we need

is given when we need it, not like the school. At the school, the supplies are very meager.”
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Lastly, the mtb-mle office, according to the teachers, is responsible for teaching
the method. While all interviewees mentioned this, it was best explained through this

response,
If we had not attended the seminar, and you gave us the books to teach the
lessons, we would have been so confused as to how we were supposed to teach.
We wouldn’t have understood. And if we didn’t understand, we would have taught
from our own ideas of what the lessons should have been, our own methods, and
taught the children that way.

According to the interviewees, the mtb-mle office's culturally perceived responsibilities are: (1) guide the teachers, (2) hire and pay teachers and staff, (3) provide for the
needs of preschools, and (4) teach the method.

4.10.3 Student Responsibilities
In addition to community and mtb-mle office responsibilities, students also have
perceived responsibilities in education. The first of these responsibilities described by the
interviewees was to accept the method being taught. One interviewee explains,
If they [students] know the sounds of the letters, they learn to read the words
[for themselves]. If they do not, then they just learn to repeat what someone else
says.

Teachers also perceived themselves as students when they attended the seminar and took
on the responsibility to learn the method. They explained,
We changed in a lot of ways because we learned a lot. We learned how to
read and write, how to teach, how to lesson plan. We learned a lot. Without the
seminar, we would not have known what to do.

Another perceived student responsibility most preschool teachers described was the
importance of answering questions. One teacher explains,
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If there are 20 students and the students take turns, it takes longer for their
turn to come, but because there were only four students, their turns came much
more quickly and they quickly learned [the lessons]. And their minds were opened
and they knew the sounds [of the letters]. And then, daily, they would answer
questions. Before, we would ask them, “Do you want to stand and answer the
questions?” And they would say, “No, I don’t want to stand and answer. I will just
sit because I don’t know the answer.” And after, they wouldn’t give any of the other
students a turn to answer the questions! They would say, “Teacher! Let me come
to the board! Let me come!” They would ask so many times it was bothersome! In
this way they learned.

The interviewees perceived a direct correlation between students answering questions and
learning. They perceived improvement in the student when they were willing to answer
questions asked in class.
Similarly, all respondents emphasized that class participation was the students’ responsibility. One interviewee explained,
They will know more than the other students. The students attend the preschool
for one year and then they are finished at the preschool. Then they go to the national school. There is a difference between them and the other students. They are
able to [learn] well. They learn everything well. They know how to read. They
know how to hold a pen, how to write. If something is written on the board, they
are able to say what it is. Maybe if there is a long sentence in Dari they won’t be
able to read it. But if one word is written, they are able to sound it out. And their
teachers are amazed. They ask, “How do you know how to read? You are only in
first grade!”

A measure of being a good student, in the eyes of the respondents, is to participate in
the classroom setting. This responsibility applied to both the preschools and the national
schools. Teachers also took on this responsibility when they attended the training seminar.
Teachers participated in the seminar by volunteering to model lessons, read stories aloud,
and answer questions.
Lastly, all interviewees emphasized the importance of students attending school.
While parents could send their children to school, it was the student's responsibility to
attend. For example, one respondent said, “When the children go to school, they will
know how to read and they will learn.”
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In light of the interviews, it is reasonable that the culturally perceived responsibilities
of students are to: (1) accept the method, (2) answer questions, (3) participate in class,
and (4) attend class.

4.10.4 Teacher Responsibilities
The teachers had numerous culturally perceived responsibilities in education. Interestingly, teachers had the most responsibilities in relation to the mtb-mle office, the
community, and the students. All interviewees discussed certain behaviors they perceived
to be the responsibility of a teacher. These behaviors were: (1) be compassionate, (2) be
humble, (3) be kind, (4) be patient, and (5) be confident. Examples of these behaviors

are presented in Table 10.
Table 10. Culturally Perceived Behavioral Responsibilities of Teachers
Compassion
Humility

Kindness
Patience

Confidence

“But if the teachers are from the village, they will say, “Come so that I
can teach you.” They will have a compassionate disposition toward the
students.”
“Those teachers [who did not accept the method] who came to the
seminar had studied a lot already and they thought that they had studied
a lot.” Note: This quote is regarding the teachers who did not accept the
method taught at the seminar. The interviewee explained that they
lacked the humility to learn something new and different.
“The teacher must not be harsh with the children. If the teacher is harsh
with the children, they will be scared of them.”
“Consider our students. When we write something, they often don’t
know it. But little by little they learn. They come to school. They study
the lessons and little by little they learn. We tell them one letter at a time
and slowly they learn. Mim, kaf, ya, te.”
“We are confident because we have taught the lessons. We became more
confident the more we taught the lessons.”

In addition to behavioral responsibilities, interviewees discussed the importance of
fostering a safe environment in which the students could learn. One interviewee ex-

plained,
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If the children are scared, they will run away from the national school. The
children must not be scared. They should go peacefully and without fear to the
school and learn a little bit and when they have a teacher who is a bit more harsh,
that is ok.

The interviewee continued by explaining that the best way for students to attend the
national schools without fear was to attend the preschools and learn in Turkmen,
But in the very beginning, they need to receive instruction in Turkmen. Or if
there are Turkmen books and they learn to read those. And they learn in their own
language, the children will definitely learn and understand, in their own language.
When the children are so small and they go to the school and there is only Dari
being spoken, it is with great difficulty that they understand.

Teachers can nurture a safe environment for the students by (1) encouraging the
them, (2) guiding the them, and (3) asking them questions. These behaviors were de-

scribed by the interviewees regarding their experience as students at the training seminar
and national schools. Preschool teachers also explained these methods as things they try
to implement in the preschools.
Table 11. Culturally Perceived Safe Environment for Learning
Encourage
Students
Guide
Students
Ask
Questions

“The students respond really well to encouragement. If you hang one
student’s coloring page on a wall, another student who did not color so
well will try hard and say, ‘If I color better, can you hang mine up next
time?’”
“Now, we don’t know what it is like [in the national schools], but the
preschool is in our village, and if [the students] don’t know how to
write we take their hands and help them like this and teach them.”
“If the student doesn’t know, if the school subject is difficult, the
teacher should try hard to ask that student questions. But there weren’t
those kinds of teachers back then [patient and kind teachers].”

Additionally, interviewees described three more culturally perceived responsibilities
for teachers to do: (1) act honorably in the eyes of the community, (2) desire students to
learn, and (3) be good stewards of the method. One respondent explains these well,
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If our students learn, we are happy. We are honored by our students learning.
If our students don’t learn, we will think, “We are getting paid and our students are
not learning.” This is not right. Our conscience will not agree. We will say, “Our
students did not learn, how can we have honor?”...We try to be good stewards of
the method, be careful, and make sure that we do not implement it incorrectly.

All of the respondents shared similar feelings of responsibility for their students' learning
and the use of the method. The preschool teachers communicated a sense of responsibility
to the community as well. The teachers felt responsible for teaching the children, and the
community kept them accountable.
These culturally perceived responsibilities of teachers all contribute to the accomplishment of the last responsibility: to open the students’ minds. One preschool teacher
articulated her own experience with this,
You all were teachers and that caused it [our acceptance of these new methods]. Your guidance. The seminar. You taught us a good, good method at the
seminar. And we understood and our minds were opened. And we decided that
we too could also teach like that. And we said that we should come together and
do this thing that is different. And here our minds were opened. And we are
able to teach and our hearts have become happy that we have been able to learn
something.

One respondent explained the idea of opening her students' minds after spending focused
time with them in the preschool. “And their [the students'] minds were opened and they
knew the sounds [of the letters].”
One important aspect that became apparent when analyzing the data was that the interviewees saw the mtb-mle office staff as their teachers when they attended the training
seminar. This perspective meant that the extensive list of culturally perceived responsibilities was placed on our shoulders as the teachers of the preschool teachers. Because the
teachers saw these responsibilities modeled by those of us in the office staff, they saw that
it was possible to fulfill their own responsibilities. Modeling these responsibilities was not
in our lesson plan but appeared to be fundamental in the eyes of the preschool teachers.
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Interestingly, according to most interviewees, these responsibilities were not fulfilled by
the majority of national school teachers.
Through the interviews, the following culturally perceived responsibilities for teachers arose: (1) show compassion, (2) demonstrate humility, (3) be patient, (4) be kind,
(5) teach confidently, (6) foster a safe environment, (7) encourage students, (8) guide
students, (9) ask questions, (10) act honorably in the eyes of the community, (11) desire
students to learn, and (12) be good stewards of the method. When all of these behaviors are practiced, the final and ultimate responsibility is fulfilled: (13) opening students'
minds.
Through the thoughts and experiences communicated by the interviewees, it is probable that when culturally perceived responsibilities for the community, mtb-mle office,
students, and teachers are fulfilled, these stakeholders are able to participate fully in the
implementation of new evidence-based methods.
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CHAPTER 5
Discussion
In the final chapter, I will discuss the findings in an attempt to answer the research
questions. First, I will discuss the findings, focusing on the village's sociocultural ecosystem. Second, I will discuss a cultural definition of literacy, the importance of using Turkmen, and culturally perceived responsibilities as other factors contributing to the success
of mtb-mle preschool programs among the Turkmen. Third, I will present some recommendations to consider when implementing mtb-mle preschools among the Turkmen
people. Finally, I will discuss areas for further research.

5.1 Sociocultural Ecosystem
As discussed in Section 4.10.1 "Community Responsibilities," my data showed that
community ownership is crucial for successfully implementing an mtb-mle program among
the Turkmen in Afghanistan. Ethnic identity is a key component of community ownership.
This identity seems not to be a static category, but one that is negotiated. Joseph Stark
provides some interesting insights on this issue in his study of Uzbek identity. He states,
The central understanding to emerge from this study is that Sunni Uzbek Muslims negotiate their identity within Afghanistan through the convergence/divergence
tension related to their historic role, religion, language, geographic space, and circumstances with other co-cultural communities in Afghanistan (Stark 2019:58).

While Stark is speaking about Uzbek Muslims, themes from my data seem to align with
the notion that religion, language, and geographic space are important for the negotiation
of Turkmen identity in Afghanistan as well.
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In light of Stark's findings and the data from this study, the importance and role of
sociocultural ecosystems at the village, language group, national, and international levels should be considered during the implementation of mtb-mle preschools among the
Turkmen people. A sociocultural ecosystem is defined by a geographic space in which
religion, language, community, and ethnic identity hold members responsible to one another through deep relational ties and mutual obligation. These different sociocultural
ecosystems can be found at the village, language/ethnic group, national, and international
levels.

Figure 3. Sociocultural Ecosystem Layers and Mutual Obligation

I propose that as the sociocultural ecosystem layers increase, the relational ties and ethnic
identity decrease. This leads to a decrease in mutual obligation. This is displayed in
Figure 3. This concept of the sociocultural ecosystem is culturally articulated by an ancient
Central Asian saying: “I, against my brothers. I and my brothers against my cousins. I, my
brothers, and my cousins against the world”. In this quote, “I, against my brothers” may
refer to the village sociocultural ecosystem, “I and my brothers against my cousins” may
refer to the language group sociocultural ecosystem, and “I, my brothers, and my cousins
against the world” parallels the national sociocultural ecosystem.
The idea of the sociocultural ecosystem was instrumental in the implementation of the
mtb-mle preschools. As mentioned in the introduction, three preschools were set up in

three different locations during the first year of the Turkmen mtb-mle Preschool program.
In two locations, both the teachers and the students were from their respective villages.
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In the third location, the students were from one neighborhood, but the teachers lived
in different areas of the city. In this last location, the mtb-mle preschool program did
not progress as well as in the other two locations (see Section 4.2.2 "Teacher Perceptions
about Education in Turkmen"). Initially, I assumed that this location's issues were related
to the teachers’ reluctance to implement the phonics-based methods taught at the training
seminar. One teacher, a college graduate, was hesitant to accept any method other than a
sight-reading approach. However, after analyzing the interviews from this study, I realized
that this was only part of the issue. The difficulty was that the particular preschool was
not being conducted within the village's sociocultural ecosystem. As the teachers were
not from the neighborhood of the students, the teachers had less accountability to the
students' parents. As a result, they did not receive honor and recognition for the students'
success from the community. Likewise, they were not shamed by the community when
the students did not succeed. The teachers did not work well together because they were
from different neighborhood sociocultural ecosystems themselves. Due to this reality,
they lacked cooperation in the implementation of the preschools. This situation lacked
the typical societal accountability that is present when teachers, students, the preschool
locations, and parents are all a part of the same sociocultural ecosystem.
The importance of a preschool operating within a village's sociocultural ecosystem
was further shown by a conversation I had with my office staff. We were exploring the
possibility of placing a preschool in one of the spare rooms at our office, but we were met
with stiff community opposition. The office staff claimed, “It is too far for the students
to travel,” and, “How will the students get to the office?” In light of the findings, I now
better understand why the community resisted moving the preschool and students from
the neighborhood within their sociocultural ecosystem. Parents would not have been able
to visit the classroom, the teachers would not have been their own older daughters, and
the children would have had to travel outside the domain of the village's sociocultural
ecosystem. Had we not listened and forced the location to be at the office, the implementation of the mtb-mle preschool would likely have been less successful than if it would
have been established within the community. From the data emerged the understanding
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that placing the preschools within a village's sociocultural ecosystem fostered community
ownership.
Another important aspect that emerged from the data regarding community ownership was seeking to honor Turkmen culture. Honoring their culture requires understanding patron-client relationships. The mtb-mle office came to be described in patron terms.
Traditionally, patrons are expected to provide meals and other services to their clients
in return for honor and loyalty. Practically, the office implemented this reciprocity by
providing a meal for the teacher candidates and their family members after the training
seminar to honor the participants and celebrate their accomplishments. In light of the
findings from this study, this meal also provided for the perceived needs of the community, celebrated the visible success of the teacher candidates, aligned with the cultural
view of literacy, and helped the office fulfill some of its culturally perceived responsibilities. Ultimately, this patron-client interaction helped to build relationships and trust
between the community and the mtb-mle office.
Additionally, a valuable finding from the data is that the identity of the Turkmen
people is defined by their language (Turkmen), religion (Islam), and geographic location
(Turkmen territories). In this study, geographic location was manifested in each village
where the sociocultural ecosystem operated.
In summary, I propose that a successful mtb-mle preschool program among the Turkmen of Afghanistan should be conducted within the boundaries of the preexisting village
sociocultural ecosystem, as well as respecting the cultural expectations of the community.
Practically, this would consist of training teachers from the village, enrolling students
from the village, and establishing the preschool location within the village. When these
steps are carried out, community ownership increases.

5.2 Literacy in the Eyes of the Turkmen
The data from this study also provided an emic perspective of literacy. In the eyes
of the Turkmen, becoming literate is a means to learn the cultural values of cleanliness,
one’s place within the society, and the importance of language and location. This section
will address each of these sociocultural views of literacy.
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In the Turkmen worldview, literacy and faith are directly connected. Literacy can be
described in the religious terms of clean and unclean. Those who are literate are ‘clean,’
those who are illiterate are ‘unclean.’ The act of learning to read creates pathways for an
individual to become a clean, or religious, person. In other words, to be literate is to be
a better Muslim. To be be a better Muslim is to be a better Turkmen. Due to this reality,
literacy strengthens a child's place in his or her social and religious networks. This is
done when children learn cleanliness, how to write their own names, and how to identify
themselves by their father's names. For Turkmen, an individual's identity is determined
by their social connectedness, displayed in Figure 4. Aspects of identity can be contained
in the village and language group sociocultural ecosystems (displayed in light green and
dark green).

Figure 4. Turkmen Identity

In the Turkmen community, who you are is determined by who you are connected to.
Through learning concepts regarding religious cleanliness and connectedness, students
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begin to see where they belong within their village and language group sociocultural
ecosystems.
One of the barriers in education that arose from the data was the impact that distance (emotional and physical) has on the students in the community. The data from this
study revealed that parents fear the education system because it separates the students
from their sociocultural ecosystem. This separation occurs when lessons are taught in
another language, and school locations are far from the village. While there is a high
value on learning among the Turkmen, there is a higher value placed on community. The
data showed that a cultural view of literacy counteracts minority language students being
distanced from their community through education. Instead of being distanced through
language and place, Turkmen children are taught within their sociocultural ecosystem. In
this way, they are connected to their community, and relational bonds are strengthened.
The data of this research suggests that a successful mtb-mle preschool program implemented among the Turkmen in Afghanistan must strengthen the community sociocultural
ecosystem and align with the community's cultural definition of literacy. This alignment
may be done by (1) asking teachers and staff what the community believes is important
for students to learn, (2) discussing the community's cultural definition of literacy, (3)
discussing the barriers minority speakers face in education with the community.

5.3 Our Language
The data from this study seems to indicate the pride the Turkmen of Afghanistan
have for their language. It is the language of their mothers and the language they pass
to their children. Many studies have been written on the importance of education in the
mother tongue. Nevertheless, I cannot end this study without a brief section discussing
the importance of the Turkmen language to the Turkmen people. The data from this
study seems to reveal that to be Turkmen is to speak Turkmen. Throughout my study, this
concept appears to have had a large impact on the success of the mtb-mle program.
In a study exploring Uzbek identity (Stark 2019), the researcher experienced acceptance into the Uzbek identity, even though he was an American. He had learned Uzbek
and lived in the “city of the Uzbeks” in Afghanistan. He attributes this association to
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his knowledge of Uzbek and his location of residence. “In other words, they [the men]
suggested that my knowledge of Uzbek and residence in a city known as Dostum’s city
suggested I also had an Uzbek identity” (Stark 2019:121). Even though the researcher
in the study mentioned above was a foreigner, his ability to speak Uzbek located him
within the Uzbek identity. It seems that a similar phenomenon happened between the
Turkmen community, the new evidence-based mtb-mle program, and my presence in the
community.
While I was a foreigner in the Turkmen community, I learned to speak Turkmen.
My ability to communicate in their language was a confusing reality for the women at
the teacher training seminars. They rarely had the chance to speak with someone who
was a foreigner because of language barriers. When they could speak to me, barriers of
suspicion and fear broke down. The preschool teachers began to view me as sharing a part
of their Turkmen identity. The data seems to indicate that the methods and ideas taught
at the seminar were no longer foreign. They were Turkmen because they were taught in
Turkmen.
Similarly, even though the evidence-based mtb-mle methods were new and different
from the national school methods, they were taught in the Turkmen language, with Turkmen books and posters, using the Turkmen alphabet. The office staff and teachers had to
decide between evidence-based methods for teaching reading, taught in their language,
and the Dari-taught sight-reading methods from the national schools. The data seems to
suggest that the gravitational draw of Turkmen played a large role in their acceptance of
the new methods. This finding seems further supported by the one book the teachers all
mentioned. When asked what was difficult or what they did not understand in the materials, each of them mentioned the activity book written in Dari. When they had difficulty
with this book, they called the supervisors and asked them in Turkmen to explain the activities. The supervisors then translated the activities into Turkmen. The use of Dari was
altogether avoided if possible.
Considering the data from this study, it seems possible to suggest that if mtb-mle
methods are to be implemented to their fullest extent among Turkmen, the trainings,
materials, and monitoring visits should all be conducted in Turkmen. If this is not the
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case, an mtb-mle program might still be successful, but it seems quite likely that it will be
less accepted and less viable in the eyes of the Turkmen community. One of the preschool
teachers articulated this well,
Our village says that when the preschool came everything became much better.
The preschools used to be far away or they weren’t in Turkmen, they were in Dari.
And they say they were afraid to send their children out of the village. The road is
dangerous. But they say if we have a preschool in our own village with our own
daughters as teachers we will be very happy. Lots of them will attend. They say
that this is our language in our own village and there is nothing to be afraid of.
That is what they say.

5.4 Culturally Perceived Responsibilities
In addition to the village sociocultural ecosystem, their cultural definition of literacy,
and the importance of language, culturally perceived responsibilities can also help facilitate successful implementation of mtb-mle methods among the Turkmen. As described
in Section 4.10 "Perception of Educational Responsibilities," my data showed that it is
important for community members, the mtb-mle office, students, and teachers to know
their roles and responsibilities in education. Western staff may have foreign ideas of what
these responsibilities are. Prescriptive or new responsibilities are difficult for the community, office staff, teachers, and students to accept. I propose that foreign staff remain
in conversation with local staff about culturally perceived responsibilities regarding education. Foreign staff should work through existing structures within the community to
deal with issues. According to the data, the preschool teachers learned from the example
of the trainers during the training seminar. They saw the trainers modeling many of the
culturally perceived responsibilities associated with teachers. This modeling proved to be
very influential for them. When the teacher candidates saw that it was possible to meet
the responsibilities and experienced “the opening of their minds,” they too desired to carry
out these responsibilities in their classrooms.
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In light of this data, I propose that foreign staff take a learner's posture, asking and
learning about the culturally perceived responsibilities of the (1) community, (2) the mtbmle office (supervisors), (3) students, and (4) teachers. The responsibilities I have out-

lined Section 4.10 "Perception of Educational Responsibilities" could be a starting point
for someone seeking to implement an mtb-mle preschool program among the Turkmen
of Afghanistan. I also suggest finding trusted cultural brokers to discuss how an mtbmle program might best be implemented among the Turkmen people. Cultural brokers

are people who understand both cultures and are given the space to speak about cultural
needs and perceptions with foreign staff. In my experience, my office staff and trusted
friends became these cultural brokers.

5.5 Answering the Research Question
I began this study seeking to discover how evidence-based mtb-mle preschool programs can be implemented in a way that aligns with the cultural and linguistic views of
the Turkmen people in Afghanistan such that supervisors, teachers, and the community
strive to implement and participate in the program to the fullest extent. I will first answer
the research question and then reflect on the findings from this study.

5.5.1 Research Question
Regarding the implementation of evidence-based mtb-mle methods, what emerged
from the data appears to be that evidence-based methods for mtb-mle preschools should
include and align with a cultural view of literacy. This alignment might include taking
into account existing national teaching methods and adapting evidence-based teaching
methods to decrease their foreignness.1 The data revealed that the evidence-based methods were not compromised, even as an older teaching method was re-purposed for the
evidence-based methods. In this way, the foreignness of the new ideas was decreased.
Second, the data seems to indicate the importance of implementing evidence-based
methods within the Turkmen people's cultural and linguistic categories. The data showed
1

One example of this was when mtb-mle teachers did not completely remove rote memorization and
repetition but instead applied it at a letter and syllable level instead of at a word level.
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that an mtb-mle preschool program should account for the culturally perceived responsibilities of the community, mtb-mle office (supervisors), teachers, and students. When an
mtb-mle program takes these culturally perceived responsibilities into account, evidence-

based methods can be implemented to their fullest extent. Additionally, the data revealed
that language plays a large role in the acceptance of new evidence-based methods. When
materials, trainings, and monitoring were conducted in Turkmen, the teachers, supervisors, and community took ownership and valued the mtb-mle preschools.
Third, in order for supervisors to participate in the mtb-mle preschool program to the
fullest extent, the data showed that they needed to be from the language group sociocultural ecosystem. They also were expected to fulfill the culturally perceived responsibilities
of the mtb-mle office.
Fourth, the findings demonstrated that teachers, students, and the community needed
to be from the same village sociocultural ecosystem. These participating parties were expected to fulfill their perceived cultural responsibilities relating to education for teachers,
students, and community members. Prescriptive or new responsibilities proved difficult
for these parties to accept. I suggest working through existing community structures to
resolve issues (and not solve them as an outsider of the village sociocultural ecosystem).
When teachers, students, and community members fill their perceived cultural responsibilities, they are able to participate in the mtb-mle preschool program to the fullest
extent.

5.5.2 Implementation of the Sociocultural Ecosystem
The concept of a village, language group, national, and international sociocultural
ecosystem is displayed in Figure 5 below.
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Figure 5. Sociocultural Ecosystems

The data seemed to indicate that for supervisors, teachers, and community members to
participate in an mtb-mle program to the fullest extent, they should be from the same
language group sociocultural ecosystem (dark green). Additionally, community members,
teachers, students, and the preschool location should all be located within the same village
sociocultural ecosystem (light green). The mtb-mle office and training seminars should
exist within the language group sociocultural ecosystem (green). The teaching method can
be a hybrid of new evidence-based methods with consideration of the culturally perceived
methods for teaching reading. Outside consultants also become a hybrid of international
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and language group sociocultural ecosystems when they speak the language and observe
cultural norms. I also postulate that a “cultural view of literacy” exists in the national
sociocultural ecosystem because methods for teaching reading displayed in the data likely
pertain to other language groups in Afghanistan.
In the following sections, I will apply this concept to different situations I have previously mentioned and show how deviations from the ideal caused limited implementation
of evidence-based methods and a lack of participation from supervisors, the community,
and teachers.
5.5.2.1 Situation A
Figure 6 displays the situation described in Section 5.1 "Sociocultural Ecosystem,"
where teachers and students were from different neighborhoods.
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Figure 6. Situation A: Teachers from outside the Village/Neighborhood Sociocultural
Ecosystem

Teachers originated from a different neighborhood than the community, students,
and preschool location. Additionally, teachers had not yet adapted the new evidencebased methods to their cultural perceptions of teaching reading (i.e., Approaching learning
with cleanliness and re-purposing rote memorization). These deviations from the ideal
appear to have prevented the community and teachers from participating in the mtb-mle
preschool program to the fullest extent.
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5.5.2.2 Situation B
In Figure 7 the situation described in Section 5.1 "Sociocultural Ecosystem" displays
the potential scenario of placing a preschool in one of the spare rooms at the mtb-mle
office.

Figure 7. Situation B: Teachers from outside the Village/Neighborhood Sociocultural
Ecosystem and removing the preschool location and students from their sociocultural
ecosystem
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The data suggests that if students, teachers, and the preschool location were all displaced
from the village/neighborhood sociocultural ecosystem, the participation of the community, teachers, and students would be greatly inhibited.

5.5.3 Implementation of Culturally Perceived Responsibilities in Education
In addition to accounting for the ideal placement of teachers, students, parents, and
preschool location within the appropriate sociocultural ecosystems, the culturally perceived responsibilities in education should be observed in order to implement an mtb-mle
preschool program to its fullest extent among the Turkmen people. The awareness and acceptance of culturally perceived responsibilities in education assist supervisors (mtb-mle
office), teachers, and the community in participating in an mtb-mle preschool program
to the fullest extent.
The culturally perceived responsibilities in education that emerged from the data (see
Sections 4.10 "Perception of Educational Responsibilities" and 5.4 "Culturally Perceived
Responsibilities") assist in explaining the successes and failures of certain situations in the
Turkmen mtb-mle Preschool project. Figure 8 below displays these different perceived
responsibilities.

Figure 8. Culturally Perceived Responsibilities in Education for the mtb-mle Office
(Supervisors), Students, Teachers, and Community

The mtb-mle office, students, teachers, and community are all a part of the same language
group sociocultural ecosystem (displayed as green). The students, teachers, and community are part of the same village sociocultural ecosystem (displayed in light green). The
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mtb-mle office is a part of the language group sociocultural ecosystem but it can be out-

side of the village sociocultural ecosystem (displayed as dark green). In the following
sections, I will use these figures to visualize situations that inhibited the mtb-mle office,
students, teachers, and the community from participating in the mtb-mle program to the
fullest extent.
5.5.3.1 Situation A
Figure 9 represents the situation described in Section 4.10.1 "Community Responsibilities" regarding student attendance.

Figure 9. Situation A: Community responsibilities placed on the teachers

In Situation A, the mtb-mle office (supervisors) attempted to place one of the culturally perceived community responsibilities (sending the students) on the mtb-mle teachers
by pressuring them to increase attendance numbers. Over the course of three years, the
mtb-mle office lowered the teachers' salaries, threatened to remove the preschool from

the location, and discussed attendance issues with community leaders. In the interviews,
it became evident that the mothers did not want to send the students because they were
jealous of the salary the teachers received. As displayed in Figure 9, a perceived community responsibility (sending the students) had been placed on the mtb-mle teachers,
preventing teachers and community members from participating in the program to the
fullest extent.
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5.5.3.2 Situation B
Figure 10 below displays a situation regarding a conversation I had with the teachers
at a training seminar regarding community ownership.

Figure 10. Situation B: mtb-mle Office responsibilities placed on the community

While at a training seminar, I proposed the idea to the teachers and office staff of the
community to continue the preschool program without the presence of the mtb-mle office.
This proposal was met with a large amount of opposition. Teachers exclaimed, “Where
would we get all the books?” and “How could we teach the method?” and “Who would
pay the salaries?” At the time, I viewed these simply as excuses and a lack of desire to
take over the ownership of the project. However, the data from this study provided a new
perspective on this conversation. The teachers and office staff were not trying to shirk their
responsibilities. Instead, they did not see (1) teaching the method, (2) paying salaries,
and (3) providing for perceived needs as responsibilities belonging to the community,
teachers, or students. Rather, the teachers perceived that these responsibilities belonged
to the mtb-mle office (see Section 4.10 "Perception of Educational Responsibilities").
5.5.3.3 National School
I will discuss one other situation regarding culturally perceived responsibilities in
education. The data showed that the many methods used in the national schools inhibit student, community, and teacher participation. I used the data pertaining to the
national school methods and culturally perceived responsibilities (see Sections 4.1.2 "National School Methods" and 4.10 "Perception of Educational Responsibilities") to create
Figure 11.
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Figure 11. National Schools: Disruption to national schools, teacher, student, and
community responsibilities

In Figure 11, the national school circle replaces the mtb-mle office circle. The national
school and teacher circles are orange, representing that they function in the national sociocultural ecosystem rather than inside the language group sociocultural ecosystem. From
the data, it seems that the teachers place the responsibility of learning on students rather
than on themselves. Therefore, they lack the desire for their students to succeed. National
schools do not provide for the perceived needs (enough materials in classrooms) and do
not pay teachers a viable wage.2 Community members do not send their children to the
national schools due to distance and fear. They are also unable to honor the teachers because they are not members of the same village sociocultural ecosystem. Teachers place
the responsibility of learning on students, yet students cannot participate in classrooms
because they are silenced and marginalized. I suggest that this visualization provides a
helpful tool for understanding some of the difficulties present in the national school system
and that an analysis of it could be useful in mitigating them.
I posit that in order for supervisors, teachers, and community members to be involved
to the fullest extent in an mtb-mle preschool program among the Turkmen people, the
culturally perceived responsibilities should be observed and followed.

2

Through many discussions with teachers in the national schools they have relayed that they are not paid
a viable wage. National school teachers make between 7,000AFN-9,000AFN ($78.76-$101.26) per month,
depending on education level.
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5.6 Further Research
This qualitative, ethnographic case study is limited in its findings and by the number
of participants. Further research concerning implementing mtb-mle programs among the
Turkmen of Afghanistan is needed. Some areas of further research are:
Table 12. Possible Areas of Further Research
(1) Confirming the findings from this study with local contacts and participants
(2) Defining the culturally perceived limits and boundaries of the village/neighborhood
sociocultural ecosystem
(3) Determining if/when teachers from outside the village sociocultural ecosystem are
desired
(4) Determining when/if higher education levels in teachers are desired among the
community
(5) Expanding this study to different language groups in Afghanistan
(6) Expanding this study to include representatives in each area of perceived roles and
responsibility (the community, mtb-mle office, students, and teachers)
(7) Comparing and contrasting culturally perceived roles in education among different
language groups in Afghanistan
(8) Effects of extending mtb-mle methods beyond preschool education
(9) Evaluate the academic progress of students over time to determine the lasting effects
of the mtb-mle preschools on the students in comparison to the students who did not
attend an mtb-mle preschool
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CHAPTER 6
Conclusion
I began this study seeking to discover how evidence-based mtb-mle preschool programs can be implemented in a way that aligns with the cultural and linguistic views of
the Turkmen people in Afghanistan such that supervisors, teachers, and the community
strive to implement and participate in the program to the fullest extent. The findings from
this study are best displayed in the Sociocultural Ecosystem displayed in Figure 5.
The themes from my data reveal factors contributing to the successful implementation of mtb-mle preschool programs among the Turkmen people of Afghanistan. A complete and successful mtb-mle preschool program is most likely when teachers, students,
preschool location, and parents are all from the same village sociocultural ecosystem. Additionally, I found that the mtb-mle materials, training seminars, and supervisors should
be from the same language group sociocultural ecosystem to facilitate the full implementation of the mtb-mle program. Finally, when the existing culturally perceived responsibilities for the mtb-mle office (supervisors), teachers, students, and community members
are respected, participation of these parties further increased. These conclusions are well
articulated by a Turkmen village man,
We were writing something and one of our student’s fathers said, “May you all
find blessing, may your employer find blessing.” And we said, “They came from a
foreign land to come and give help to the Turkmen children.” And he became so
happy. And said, “May they find blessing, may their lives be long. If they come
here, we will give them a meal of thanksgiving. We are just so happy. They have
come and given a preschool to our village. They have hired teachers from our own
older daughters, and they teach lessons to our children. We are so happy and we
are so thankful,” he said. Everyone is very grateful. All of them say that they hope
you all will find blessing - the women, the men. They are so grateful to you that
they can write their names.
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APPENDIX A
Interview Questions
Below are the interview questions used to interview the eight mtb-mle preschool
teachers and an mtb-mle office supervisor.

A.1 Interview Questions - Education Experience
1. When you were in school, how did your teachers teach
you to read and write/ learn to speak and understand Dari?

1a. How did you feel learning to read and write in Dari?

1b. What was difficult? What was exciting?

1c. When did the teacher complement you? Encourage you?

1d. When did the teacher correct you?
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Purpose: Gain insight
into how Turkmen
people are treated in
schools and let
teachers reflect on
this.
Purpose: Gain insight
into how Turkmen
people are treated in
schools and let
teachers reflect on
this.
Purpose: Gain insight
into how Turkmen
people are treated in
schools and let
teachers reflect on
this.
Purpose: Gain insight
into how Turkmen
people are treated in
schools and let
teachers reflect on
this.
Purpose: Gain insight
into how Turkmen
people are treated in
schools and let
teachers reflect on
this.

2. How did your teacher help you to read new words? How
did you feel when you tried to read a word you had never
seen before?
3. When you were in school did you memorize the names of
letters? Did this help you to learn to read? Why or Why not?
4. When you finished your schooling in grade 3, could you
read a word you had never seen before? How did this make
you feel?
5. How important is school education for children? What
should children learn at school? How should a teacher teach
the children? How will learning the sounds of letters instead
of the names of letters affect the students’ ability to read new
words? Write new words? Is this difference positive or
negative? Why or why not?
6. How important is school education for children? What
should children learn at school? How should a teacher teach
the children? Why did you become a teacher? What role do
you play as teacher in children’s lives?
7. How does knowing how to read benefit a community? An
individual?
8. How if life different for someone who knows how to read
and someone who does not? Do they have different life
opportunities? Could you explain your answer? Why or why
not?
9. What is your education back ground? How many years of
school have you attended?
10. How well do you feel that you can read and write in
Turkmen? Is there another language in which you can read
and write?

Purpose: Gain insight
into the look-say
method used in
schools.
Purpose: Gain insight
into look-say method
Purpose: Look-say
method
Purpose: Gain insight
into reading methods.

Purpose: Gain insight
into what teachers
feel their purpose is
as a teacher.
Purpose: Gain
cultural insight into
literacy.
Purpose: Gain insight
into differences
between literate and
illiterate.
Purpose: Level of
Education
Purpose: Level of
Literacy

A.2 Interview Questions - Teacher MTB-MLE Teaching Experience
1. Regarding the alphabet and lessons, what did
you think was important for the students to learn
this year?
2. What teaching strategies helped the students
learn to read well? To write well?
3. What made it difficult for them to learn to read?
Why?
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Purpose: Gain insight into
teacher attitude and expectations
toward literacy
Purpose: Gain insight into
teacher perceptions of lessons,
literacy, and what is important in
the preschools
Purpose: Gain insight into
teacher observations

4. What is one thing your students learned about
reading and/or writing this year that you wished
you had learned as a child?
5. What do you like about the teaching method?
Why?
6. What do you not like about the teaching
method? Why?
7. On a scale of 1 to 10, what mark would you give
the mtb-mle teaching method? Could you explain
your answer? What should be done to make it
better?
8. What was the most significant change in the
students that you noticed during the school year?

Purpose: Gain insight into
teacher attitude toward the
teaching method
Purpose: Gain insight into
teacher attitude toward teaching
method
Purpose: Gain insight into
teacher attitude toward teaching
method
Purpose: Gain insight into
teacher attitude toward teaching
method
Purpose: Gain insight into
teacher attitude toward teaching
method

A.3 Interview Questions - Teacher Training
1. Before the training, how did you think you should teach
students to read?
2. Did the training make you think differently about teaching
reading? If yes, can you give some examples of what you
learned/ made you think differently about reading?
3. What did you feel you did well in your mtb-mle teaching
after the training?
4. What was one thing you feel you could improve in your
mtb-mle teaching the next part of the school year?

Purpose: Gain insight in
teachers’ belief about
teaching reading.
Purpose: Evolution of
teaching philosophy
Purpose: Do the
teachers see when their
students do well?
Purpose: Do the
teachers know there is
room for improvement?

A.4 Interview Questions – Teacher Development
1. What was the most significant change about yourself that
you noticed over the training(s) and working with the
preschools these past XXX years?
2. What is most valuable for you about being a teacher?
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Purpose: What benefit
have the training(s)
had?
Purpose: Why do they
want to work?

3. What was most helpful about the training(s)?
4. What was not helpful in the training?
5. What did you learn from the practice sessions?
6. How prepared did you feel prepared to teach the
curriculum in the preschools? Why or why not? What was
challenging?
7. How can we help you more in the mtb-mle program as
well as in the preschools?
8. What helped you feel prepared to teach the mtb-mle
curriculum?
9. Throughout your XX years of working with the preschools,
what had been something you have learned?
10. Throughout your XX years of working with the
preschools, what did you find new and different? Was it hard
to accept these different ideas? What made it possible to
accept the new method?
14. Throughout your XX years of working with the
preschools, what do you feel is the best way for students to
learn to read in schools? Why?
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Purpose: What is
helpful to the teachers?
Purpose: What is
helpful to the teachers?
Purpose: Does practice
help solidify concepts?
Purpose: Gauging
teacher confidence.
Purpose: Where can we
improve as supervisors?
Purpose: Gauging
teacher confidence.
Purpose: Personal
Development
Purpose: Personal
Development,
acceptance of change
Purpose: Personal
Development, balancing
tradition and
development
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